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General Editor's Cosment

The first task of any Editor is to thank those who
have gone before him. I wish to take this opportunity
ta publicly adcinowledge the sterling performance of
Dr.John Coolahan «3 Rditor (1980-~1983}; his commitment
to educational studies is total and never wavering.

Since the Journal first appeared in its newv format
in 1981, educationsl research and scholarly studies have
continued to grow at an ever-increasing rate. It aives
me great pleasure L0 announce that in 1984 we are able ¥
to bring out two numbers of Volume 31 ~ some forty-three

papers concerned with all levels of education.

P
Ixish Rducational Studies is at a point of

departure. The growth of interest in educational studies
18 enormous 4n this country, both North and South.

The twenty—two papers in this issue indicate the
ground, especially in educational research, that has been,
and i{s Lbeing covered in recent years. Subtle shifts in
xesearch‘methodoloqles and trends are particularly
evident. As with all areas of human interest and labour,
thexre will be a building out from the central ground and
from past activitica. This state of the art is evolut-
ionary. Advances in terms of human understanding have
been made, and will be made. Qur aim is understanding
educational lssues; to know more and to understand better
how to ask the right guestions - the questions of enduring
concerns,  Educational research begins with a question
about some partidular phenomenon., At this stage in the
development of educational research in Ireland thd
irportant issue for any rescarcher is te be asking
product ive guestions. For, to employ Bruner's phrase
we are all 'geekers’ rather than 'knowers', and the
directions in which we search will be fruitful only if wé
ask the right questions. ,

<



Educational studies {8 cominy of age in Ireland.
I am able to make this statement i{n view of the shared
sense of community that the membors of the Bducational
Studies Association demonstrate. The Association is
truly a Community of scholars exemplified by a strong
network of cancépggpl and methodological committments
that govern theirxr work. There are shared paradigms for
enquiry ia education - these ways of proceeding in
‘fresearch qgive the field of educational research a sense
of identity and unity.

. ' While the foundation areas of education still
thrive through the historical, sociological, psycholog-
ical and philosophical paradigms, there is new interest
ard focus given to curriculum studies, resulting in
renewed interest in life in classrooms whether from the
teacherts perspective or from organizational arrangements.
A sufession of shifting demands {mposed upon schools
has resulted in curriculum debate and curriculum develop-
ment. Research into curriculum should 1n¥orm educational
policy making. Innovations «nd developments are often
adopted without sufficient consideration of the facts or
the advice of practitioners. Curriculum development is
now a reality and a priority area in education. Curricul-
um decisionmaking has too ofter. in the past, been based
upon armchair theorizing and not upon careful, systematic Ny
enmpirical enguixy. The result is that iaay ionovations
fail to 'take-off' and are short-lived. L .

Curriculum research has nat been tased upon
practititioner's work, or, life in classrooms. furriculum
] ' " theory will be advanced only if it is 'grounded theory',

‘' bhased upon concepts and ideas that are located in class-
room practice. Teachers must learn to be researchers of
their own classrooms and carefully monitor and report
thelir experiments and innovatory practices, Teachers have
a fundamental role to-play in curriculum development and
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research. If teaching 15 to be counted as a profession
then teachers must be concerneds about advancing knowledge
of currictlum problems and be involved in the search for
solutions. Let the word go out from here that teachers
will have a forum to discuss their work through the -
Association's Conferences and symposia as well as in its
journal,

In January of 1984 we witnessed the wstablishment
of the Curriculum and Exawinations Board by the Minisger
for Fducation, Gemma Hussecy. As Editur,lx am certain I
speak on behalf of all members in wishing -the Aoard
success an its challenaing work .

Jim MgKernan,
University College Dublin,
PFebruary, 1984,
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mmngaﬂml TECHNOLOGY AND EDUCATION
- , ’ -~ THE TUTURES CHALLENGE ‘
. : ' Rhys Gwyn

.

¢

*1 wish to deal with a phenomenon which\ exercising

many minds inp a4 great many countrics, and which presents

us, 1 believe, with one of the greatest sets of cha11;hges
3 yet faced by European eﬂuca;}on. .
! I take my text. (as a renegade Wesleyan Methodist X
find that early training dies hard) from the ;rxtlngs of
a most lucid and perceptive histortan of Irxsh‘educaiinn.
John Cool cuan, who remarks:

it remains to be scen to :Ezt extent
. technological advances ca ¢ used by
téachers to improve theix efficiency
and aleso whethex they can bhe used to
’ develop schemes such as long distanca
learning and various forms of learning
¥ ] networks which may reduce the need of
the physiral presepce of teachers... 1
These remarks® were published in 1481 - just two years
agu. Yet such is the present rate of advance in the
areas upan which I should like to touch, namely the new
technologres of information - IT - and their impact upon
education that. I suspect that in 1981 not even your
President realised jrst how prophetic his remarks in fact
were.  For the truth is that we are now 1iving with a
technoelogy of truly breath-taking power which will
. probably revolntionise pur thinking about education in

our own lifetimen,

It is in this direction that I should l1ike to peer
this evening., What exactly are the smplications of the
new tvrhnulqsies for education?

S
B
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"peer®, not from false dmodesty, but rather from an
acknowledgoement thﬂi, th respect of IT, we face a. -
changing scenario of so complex a patterﬁ that we can
none of us discern the answers to the guestions posed
for us by the new technologiea. Indeed, 3t is difficult
enough to identafy the guestions which we should be
asking, let alone think of answers. 1 maki¥ Ao claim
WAL BOLVOT thvn,.tu be able to offer you a definitive
guide through this new terrain since, like everyone else,
1 am unible to predict what lies ahead: it is a field in
which there are, quite simply, no experts. The ounly
claim that I m;kp i that 1 have spent sufficient time
worrying about the gquestions to knaw that theyeare vory

» largr, and that I do have sufficient knowledge of the
*pesponsces” being cnnstruc{cd in Furope to be severely
cancerned by their inadeguacy.

There ase many who are familiar already with some
ot the suftware beine produced foy the microe-computexs
now available to us.  Such colleages wall be acutely
awsre of the gap between the technpological achievement
and our educat ional use of 1t. And J think it important
to.emphasise that the "now" of the question s nnt my
fowus. What we have "now" is a microelectronic
techuology which as light-yecars ahead of our ability to
ase ot in education, and we mast not judge its pétuntial
Ly the - often very low -~ standard of much of the
edugat tonal software currently beinq produced.

My foeus 38 rather on the near fuature - moroe
accurately, the variety of futures which we fare and the
pature of their challenge. My focus is on the teaching
11fe ot the young postgradvates whom X teach in Manchester,
whit will retiee - if they continue in servaice to the age
of, let us say o0 - an ur around the year 2020. 1o the
years between 19873 and 2620 1 thank we should anticipate

a vettain deqree of technological advance.,

o 1[23
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In looking for this focus, 1 have come to believe
it quite essential that we look up from our focus upon
"the™micro®, the solitary machine in the corncr of the
clarsroom with which we berome all too casily obsessed.
Instead, we must view the educational *future in terids of
information Technology in the wicest sense, that is to
say the totality of the micro-electronic means available
to us for the capture, treatment, storage and retrieval
of data. And data, when properly organised and contrelled
by man, becomes that most powerful of resouxces: \wk
information. It is this totality of new technologies
that will impact dramatically upon our educational
thinking.

|

This "totality of micro-~electronic means® covers
a very wide range of devices, which include, in addition
to the ubiquitous micro itself, familiar devices such as
radio, television and telephone, but also newer inventior~
such as satnllite communication, fibre-optic cable
networks, video, the new ‘caompact’ disc and a burgeoning
new  techaology of laser encoding of microelectronic
data; the range is immense.

And at tht: heart of it all lies the famous silicon
chip, the micro-process or, the °.alie begetter of these
things™, Perhaps one illustriv., n of its growing power,
deliberately couchgd in layman's terms, will suffice.

What happens "inside®™ the microprocestor, very
simply, is that packets of microelectronic kignals are
switched around, thereby activating al%he logiv
processes which have been planned into the chip. Each
signal cvan have one of two states: off or on, negative
or positive, 0 or 1, In most current microcomputers,
there are eight such sidgnals in any one packet of any

one microsecond.
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1t follows,since we are “~aling with a set of eight
codes, each allowing one of two states, that we have a
vocabulary at our disposal of 256 possible codes - i.e.
23, or the range from

0000 N
0001
Q

1111111

00C0C0O
moo0
t

1

This is this year's technology, which already puts
unthoucht-of computing power into the home, let é{gne the
school. But already there are. 'available microcomputers
capable of provessing, not 8 but 16 signals per packet.
And if we realise that 2 is in fact 65536, then we

have a measure of the enormous increase in the micro-
computer's powex - what a huqh’d&tension of its vpcabulary
- results from a simple doubling of the size of its data
kages. And, as we move from "8-bit" to *16~bit”

on-~str working out 23? i5 an interesting exercise in

quite simple arithmetic ... .

what I am saying is that we are facing quite s

staggering increases in foae power of the microcomputers
to manipulate languages, logic processos and data storage/
recall which alreadf, in the case of mainfraqe computers,
qutstrip the capacity of any one human rpind. Morewver,
this power is not limited to the kind of operation we
might describe as purely logical; ‘there is evidence that
computers - given the capacities now available to
mainframes - can perform what we might call lateral
thinking or intuitive leaps...

This vast capacity, then, is linked to the totality
of means described earlier for communicating the data

thus hanpiled and the information which we can extract
from it. One iow~capacity floppy disk can hold the

equivalent of twenty five A4 pages; a high-capacity -
-

s, we know full well that the 32-bit micxo is already

L}
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floppy helds about 200 guch pages; on today's technology,
500 pages ca encoded electronically by lasér beam on
a credit-cafg~§§;ed piece of plastic, but by next year
it will be zsoq pages; one laser-encoded compact disk
can hold about one milldon pages (and compact disks are
robust, so that therr is no reason why they could pot be
stacked, juke-bhox fashion). Search time is approximately
400,000 pages per second, and the cost of such a disk in
1990 is anticipated to be“about $15. This increase in
the amount of electronically-encoded nfemory available to
us in the school, the home, the pocket even, is nothing
short of phenamenal.

What we arc looking at, therefore, is a revalution
in our concept of what constitutes knowledge. Renaissance
man becomes an outdated ideal, though there is the happy
paradox that this does not mean a dehumanising of
education; on the contrary, the extraordinary power of
the new technology will require us, as educators, to
place a hagh emphasis on the very human skills of
organising and using the knowledge which the technology
will store fgr us. Mumorising, rote, we ;;ur-leave to the
machines,

To shay this is to say that ‘we must begin to rethink
our pedagogy, and the implications are already immense.
But we must £till beware that our focus does not become
too narrow, limited to the ciassroom as traditionally

conceived.

All tHe signs are that the new technoloy.es are set
to become the economic and social basis of the society
in which we live. They have behind them a power of
inevitability, what we have to note is that they are,
as a collective phenomenon, memarkably akin in their
functions to the functions of'education itself. The
acquisition, tresatment, storage and recall of data and
+tSs transmutation into information, into knowledge, into
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a resource for obtaining mastery over our environments
and our destinies: these are the functions of aducation
and ot the new technologies equally. That is to say, we
are moving into an era when education could be in the
happy position - provided we can respond adegquately to
the challenge - of drawing upon a technology which is
supported by very great economic pressure and which is
uniquely supportive of education itself. This will bhe &
totall; new situation and we must recognise it: the vast
riew technologies ofs information areiequally vast new
technologies of learning.

what they offer also is a new flexibility, hitherto
undreamed-0¢, in our way of organising education. There
are massive questions to be faced. If knowledge can be
carried in a wallet, if what we need to learn is how to
learn, if communication technology allows any one pupil
at any time or place to access his orx herx learning
requireme.ats -~ then what exactly is the fuenction of
school? why do we need "classes” of children artificially
grouped by age? Do we need School as an institution?
1£f sao, why?

I believe that there .pe answers to these questions,
but I am very much more certain that there questions
exist. 1 realise their implications, and I know that
they arc not to be asked lightly. But what perturbs me
is that they are not being asked. I believe I know

fairly well what national policies for IT in education

exist in Furepe. 1 am gravely concerned that, in each
and every case, and for a variety of more or less deplor-

issue are narrow and constrained.

" able reasons, the focusses being brought to bear on th;;,

One final illustration may serve. The countries of
Furope are concerned about their unemployment problens,
and automation, robotisation and the like come in for a
share of blame. Certainly the advent of the microchip

: Jl(; 6
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nas an impact (of what kind I am not yet certain) on the
erployment market. What I find cowardly, at national
levels, is that there is no attempt to exadipe the full
implicatiords of the possibility that we are in faect
experiencing a sea-change: that we are moving out of X
centuries-old tradition wherein full 'enploynent' .
{whether in post-Industrial Revolution or agrnrian or
feudal or tribal terms ia immaterial) has been thﬁ norm,
and into a situation characterised, not by unemployment
as an aberration from that noxm but by nonemployment as -
a4 new, permanent and different no:nz;. .

I do not claim to know whether such a change t®, in
fact, taking glace. I do know that, if it is, then we
are in for a very radical re-think of the purpose,
function and nature of education in ouy society. At

present, no country in Europe is even admitting thsat :the’
question exists, and I am convinced that to ignore it is -

the height of irresponsibility,

I acknowledge that what I am doing here is starting

a whole series of conceptual hares. For my part, I
stand by my assertion that we might just be in for the
roughest + most challenging, wmost stimulating, most
dangerous -~ rise that education has had since Plato, I
may be wrong, but I suspect that at the very least a
cautious examination of the ideas which I have put
forward would be a prudent investment.

I conclude with a reference to a great Irish writer,
the delight of my years spent (as a Cymro) teaching
"English” literature. 1 am not sure what shape it i=s
that "is moving its slow thighs, while all about it /
Reel shadows of the indignant desert birds™. But clearly
- surely, be cannot have known? -~ it is awakened
"somewhere in sands of the desert®, however much those
sands are rarified in the laboratories of Silicon Valley.
Certainly, its hour is "come round at last® as it o

; 17
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*3louched towards aetQIehen to b born®. The guesti
is, where in Bethlehem? I doubt chat it will be the
stable. My hopo is that, if we face early and rerolutely
enough to the directions in which it might go, if we )

contit.ue the debate, identify our questions, begin to d;.\

construct answers, then we may be able to ensure that
the birth does not take place in the temple of Mammon
either.

T am acutely conscious that a brief address such as
thf; can do not more than offer a superficial sketch,
and I appreciate that I run the risk of appearing to
present a highly coloured scenario. My own belief is
that I have used watercolour, not impasto. If my
diagnosis is correct, then I believe that a country such
as yours, which has welcomed the new techgologies to its

shores but which boasts of a deeply human approach, to .. ....

questions of education, and specifically an Association
such as yours, which has a unique capacity to raflect

‘widely on educational problems within a context which is

not so large as to be unmanageable but which contains

" within « it a great depth of professional expertise, both

have important contributions to make to the most
tmportant educational debate which we face in Europe at

present.

REFERENCE

{. Coolahan, John, Irish Education: History and
Structure, pDublin: Institute of Public
Administration, 1981, p.232.
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. THE CONCEPT OF AUTHORITY: AN ESSENTIAL PERSONAL
DIMENSION FOR THE PROFESSIONAL TEACHER

Professor Seéamas V. 0O Suilleabhatn, C.F.C.

1. The Notion of Aurthority: Some General Reflections

Authority is sometimes referred to as ‘legitimath
power' as, for instance, the way in which sbme peoplae
interpret the authority of the State. Both 'power' and
‘authority' are rather vague terms with varying shades
of meaning. Ultimately, however, 'power' signals coexcion
whereas authority signals a voluntary acceptance, a type
of compact or covenant. Inthe phrases 'the authority of
power' and ‘the authority of service' it is the latter
which is closer to the true ieﬁifﬁé of authority.

According to the type of their legitimacy Max Weberx
has identified three kinds of authority. One of these
is referred to as traditional for example the traditional
authority of chiefs, kings, rulers of one kind or another
or the authority involved in instftutions, customs and
rules. This type of authority is accepted on the basis
of the common good, the right ordering of society. A
second type of authority is the legal-rational for
instance in the question of ownexship, or in the authority
of the judge or expert in the matter of interprstation.
Finally there is the charismatic authority’of the
innovating leader who impresses his will by the appeal
of his personality, or by generating a faith in his
mission, or by the belief that he can save his followers
from their doubts and perplexities for example de Gaulle
or Martin Luther King,

If one were to exanine more closely these general
reflections on the notion of authority one would have to

9 19
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make a very important distinction between Je jure .
authority and de facto authority. '

‘'De jure authority has the notion of authority
conferred either by law, rule or authorisation. In this
context we N.ve the concept of acting on behalf of some-
one: where at times one may exceed one's authority.
Implied in this notion of authority there is a ciear
expression of ghe origin of the authority in gquestion, in
short the ‘author'. This may well be God, or the ruler,
or the parliament. In this case akthority has an origin,
an author. fThe authority IE accepted and obeyed by the
others, the actors. This appl either in the case of a
sovereign or in the case of ad racy. This type of
de jure authority applies to teachers, as well as to many
othexr groups. . The teacher is authorised, to act by virtue
of the authority invested in the state by common consent
of the people expressed in parliamentary institutions.
Furthermoxe the teacher is also acting on behalf of the
parents. 1In both cases the teacher acts on the basis of

de jure auvthority.

While this type of authority legitimises the general
function of the teacher the purpose of this paper is to
bring into greater prominence what the present writer
considers to be the key to the professional developmen’
of teachers, that is de facto authority.

De Facto authority implies the recognition of another
as entitled to command or to make pronouncements. Fﬂged
with this kind of authority a person may obey or not,
accept or not but somehow the person feels that he ought
to obey, that he ought to accept, that he ought to believe.
There is the implication of some level of superiority in
the particular context, Here we are in the province of
the expert, the professional, the person with the special-
ised Fnowledge and/or expexience. This type of authority
is nearly always acknowledged even if not necessarily
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aceepted, By way of example one might take the case of
a headmaster whor by virtue of his office has de jure
authoxrity but if, through "incompetence, indifference he
is generally ignored and has nothing to offer then one
could say that he Iacg- any de facto authority.

De facto authority often stands in some relaticn to
de jure authority, where some principle of legitimacy, law,
custom, religion gives one the right to command, to make
pranouncements. This applies to the priest, to the judge,
to the teacher. If one accepts the legitimating principle
(where did he get the xight...?) the official will also
enjoy de facto authority (the right is conferred by law,
custom.. in virtue of specialised training and qualif~-
ications).

In this context then we have the notion of authority
linked to recognition &nd competence, It presu;es
atandards, naany always public, by which competence and
expertise is assessed and recognised.

At this point one may ask how does one justify
authority? Who justifies authority? What are the limits
of authority? Undexr what conditions is authority exer-
cised? The justification of authority is a complex issue
and would need a thesis to itself, In brief one can say

tLat in more anclent times the idea of authority came

from God and was extended to cover civil leaders as well.
With the advent of liberalism following on the Protestant
Reformation, and subsequently, the notion of all being
equal, of all having access to the ‘inner light’, it
became necessary for many to justify human authority in
secnlar terms. Hence it became essential to work out the
relationships involved in such terms as authority, reason,
and freedom. The relationship is often expressed in the
context of consent theory which in essence is a moral
theory of authority. This means 'I have a duty to accept
hut not of necessity to agree in judgement'. This idea

11 21




Tkt At R T e T AR ysr . LI R A TR

RIS
AR

allows for human reason .and freedom by acoepting auvthority
on the basis of consent as opposed to a theory of
absolute authority which would deny the right to judge.

-

IX. De Jure Authority within the Teaching Context

John Wilson in his work Philosophy and Practical

Education writes: )

Authorities (referees, arbitrators, umpires)

are pecessary npot just to punish vice but

to provide clarity in those rule-governed

activities: the editor's decision is final.}
In other words authority is inevitable., PFurthermore the
structural contexts which incorporate and clothe thess
activities, that is institutions, are also inevitable,
De _jure the school is a task situation, business must be
done, negotiations are carried out, decisions are made,
rules are written down and hence interpretation must be
sought on occasion. Authority, therefore i{s inovitable,
We are all aware, however, that there may be various
styles of authority in operation within institutions,
for instance, democratic, asuthoritarian, laisser-faire,
Prevailing viewpoints and circumstances will often dictate
the style. Laisser-faire would not serve the needs of a
nation at war. Full scale democratic style of leadership
would not serve the captain of a ship in difficult
conditions. In the school context the pupils are too
immature for the full range of democratic principles.
Some form of firm but benign authority is needed in a
school, The immaturxity of pupils demands the service of
a solicitious authority in order to mature. This is8 to
spy that the function of this Xind of authority is to
abolish {tself as maturity is reached.

tinder the de jure context the authority of teachera
is bestowed by parents and rociety. The gquestion arises
then: how do teachers interpret this authority? Are they
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always bound by the rules? Certainly within the de jure
context teoachurs can be gquestioned on _the boundaries of
the authority given. One needs a conteué for questioning.
De jure authority implies obedience within the levels of
legitimacy conferred. oOthsiwise authorliy becomes equated
h with adwice which woul¢ overturn the total structure. In
the school context then the pupil, through the authoris-
ation of parents, is contractually within the authority
of the teacher,

The legitimacy of the authority eg the ?encbing
community is clear ehough. What is not 80 clear s the
justification for what teachers do. Teachers teach on
the assumption that pupils want to learn what they teach:
they teach a programme genarally assumed by society as
beneficial and necessasy for hoth pupil and society.

This is an extremely broad canvas. The outstanding
questions for another time and place would hinge around
the mcaning of such concepts as ‘beneficial’; ‘necessary’,
'the motivation of pupils', 'the perceptions of parents
and of society’,

At this point one has run up against the boundaries,
the limits, of de jure authority. De jure authority
within the teaching context does not stretch far enough
to covexr the guality of teaching activities, nor the
teacher’s interpretation of the programme, perhaps his
very reasoned criticism of the p}ogranae. De jure
authority does not cover all the skills needed to
structure a learning environsent for individual pupils,
nor to shape thase experiences which will help the pupil
to realise the possibilities of his human pature. Some-
thing more is therefore needed before we will be in a
position to consider the profersional element. This is
where the topic of de facto authority holds the key to
the essential personal dimension of the profesaional
teacher. De jure authority legitimises hig presence:
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it is de facto authority which brings professional respect
for his activity.

I11. De Facto Authority within the Teaching Context

Quoting from Hans-Geory Gadewer in his book on Truth

and Method

... 8uthority cannot actually be bestawed

but t8 acquired and must be acquired if

someone is to lay claim to it. 2
Authority, therefore, rests on recognition. It is a ®
voluntary acknowledgement. Gadamer puts it this ways

It is primarily persons that have

authority - but the authority of persons

is based ultimately, not on the sub-

jection and abdication of reason but on

recognition and knowledge - knowledge

that the other is superiQy to oneself in

judgement and insight hence his judgement I A

takes precedence. 3 L s
Authority so recognised is not irrational noffarbitrary
but can in prin-iple be seen &o be true.

This is the essence of authority claimed

by the teacher, the superior, the expert.d .

while there are legal supporting structures for the

teacher, and indeed for many teachers other forms of
support through assuciations and unions, the teaching
community should strengthen their professional status by
the quality of the expertise the teachers bring to their
day to day activity. When it is a question of a person’s
work the medical, the legal, the engineering professional
will ultimately fall back upon the quality of his
preparation, his experience, and finally the judgement of
his peers. His freedom of action is ultimately based
upon the recognition of his authority. The de jure
support, while important, becomes marginal. The point at
issue here, then, is the guality and length of the
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pre-service adutation of teachers. This profedsiopal
element has improved over the rocent past but would need
further strangthening to provide the teacher with the
necessary rationale for his pryctical work, to allow him
to be more confident in his iudgements, to be able to
add, through research, to the expanding corpus of
Professional knowledge. In brief then a teaching fellow-
ship with well developed pre- and in-service courses. It
is in this way that the authority of the teaching commun-
ity will br able, in real educational matters, to
transcend ceantral authority, will be able,to modify
structures and will have the confidence of parents and of
the public.,

What we are talking about here is inherent authority
ratzkt than delegated authority. As seen at present would
this inherent authority be fully acoepted by a critical
public 1f put to the test? Would the teoachers actions
be justified and €ind public acceptance on the basis of
superior recognition? What self-concept or self~
understanding do teachers have of themaelves as profess~-
tonals in the sensc being developed here? Or are nany
of the teacher's actions based upon ad hoc decistions, on
rules of thumh, on staffroom tradition, or on a trial-and-
exrror basis, If this were the case therce would not then
be the 'de facto authority which should go laryely
unchallenged. This latter authority presumes that the
person fn authority has wet standards which are public,
recognised, and accepted; standards which allow practice
bhere competence hinges upon qualification and judgement
by peers and the clients.

1V, Authority, Freedom and Constraints

However superior the professional authority of the
teacher his freedom is constratned by a number of factors.
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In une sease sccording to Bantock in Fresdom and Authority
.in Education the teacher is a representative of something )
beyond himself and so he must make demands accordingly.
Perhaps the best authority for teacher and pupil alike is
the authority inherent :n the subject, in what is to be
learned. If one 48 to make any headway one 18 obliged to
obey the authority of the subject, the discipline on hands.
If teacher and pupil (senior) accept this aunthority they
are working together and not 3gainst one another. One

can readily agree that there 48 an impersonal element in
educat ion something beyond the fortuitous relationship of
master and pupil.’ This latter is important as an essent-
1al conponent of good education is the contact of persons,
of minds. Bantock maintairs that "... the fact of
authority, however subtly disguised enters into the
parsult of all knovledge‘.s 1f the child is to learn he
is not free except in a relative sense. As was mentioned
above subjects and disciplines have their own authority
and SO you can only come to terms i?th then by following
an appropriate method. Freedom, therefore, is ngt the
prerogative of method, Young people are in a state of
tutelage and hence ‘the nature of the thing’ for immature
minds only comes to be revealed in the course of the
experionce of it.6 ‘Hov true all this is.

There ..rv of course other constraints of time,
place, numl s, and so forth but these are generally part
of the structurcs. Within the concept of authority one
must be able to ace the relationship between authority
and freedom and anthority and constraints, Freodom is
never licence and pvrsonai authority is always aware of
limits, of boundaries, of constraints.s These in no way
lessen authority but allow anthority to act and teo
oxpress itself in ways that are voluntarily accepted by
the community, Authority used in this sense enables the
teacher and pupil to develop a ‘conversation’ with the

subjoect to get underway.

<6
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V. Dbdherein Liss the Competence that Receives Recognition?

Initially recognition will come from gualificationis)
and an appointment within the system. Once established
competence will be judged on two levels. One of these
levels is, of course, within the classroom and the varied
activity of any school day. ©On the other level compet-
ence will also be judged by the quality of out of school
debate either in public or in peer groups of associates.

Within the school this competence is shown in so
many ways that it would be gquite difficult if not
impossible to enumerate them all. Certatnly to apprec-
iate one's role within the structure of soc ety, to be P
" responsible to, and for, the system and to act on one's
own responsibility would be some general indicators of
competence. After those one could talk about how the
teacher organizes, presents, and evaluates his work, how
he structures experiences, how he diagnoses and solves
probliems either in methdd or in wmore personal conceras.
bDoes he enthuse, inspire and motivate his pupils? Does
he open windows, stretch minds and develop people? Is
he a:xﬂﬁeague, one of a team and comwrxibuting to school

licy and well able to defend that policy. There is no
great necessity in the present context for providing
detailed descriptions of high competence in any of the
skills a teacher brings to his work. But the authoaaty,
the real authority, of the teacher comes from a wide
acceptance and recognition of this high level of
competrence across both the academic and professional
areas. What is involved here is not just professional
skills but my concept of myself as a professional, my
vbderstanding of what this means to me and as a result
of my ~ducation a deep commitment to my work. In short
I am justified from within rather than from without,
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If education is to continus to contribute to the
nation, and if education is to share in the shaping of
our society, much greater competence on the part of the
teaching community will be demanded by the cirxcumstances
of our present and future times. Those, therefore, with
the obligation and the expertise should work to bring a
greater competence about by modifying or altering
structures so that greater recuynition will be forth-
coming tor teachers and hence their authority will
increase and so lessen admiuistrative, political, and
other forms of interference with the strictly profess-
ional side of aducation.

VI. The Exercize of Authority

Unlike the doctor and the lawyer who work on a
one-to~one basis or the architect and enginear who work
with inanimats material the teacher works with groups of
minors who are in his care contractuallt by authoris-~
ation of parents. The exercise of authority becomes a
complex affair demanding a sensitivity to the rights and
obligations of many persons. This is over and above the
professional handling of the teaching situation. The
teacher has links with the home, the chuxch, the . .cal
community, his fellow teachers, local and central
administration. His exercise of authority must win the
approval of all these groups 5o prudence, sensitivity,
awareness, discretion come within the exercise of his
authority and come together in his self-undeistanding.
To fulfill his professioaal role the exercise of his
authority should be able to overcowe tension or
conflict between home and school, be able to assess the
impact of socio-economic factors on the learning tasks
set for his pupils, be able to win theix willing
acceptance of the task on hands which sometimes calls for
an obstinacy which 1 both inspired and courageous. This
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type of authority is developed and sharpened by exper-
ience, comes easier to some personalities than to others
and can be greatly helped by tha support of colleagues.

The purpose of the exercise of authority is to form
wmen for freedom as the Document of Vatican II on
Religious Freedom Says:

«»e den who will be lovers of true

freedom - men, in other woxds who will

cone to decisions on their own judge-

ment and, in the light of truth, govexn

their activities with a sense of

responsibility and strive after what is

true and right, willing always to join

with othera in cooperative effort. 7
Authoxity is closely related to freedom ané'fosters
freedom. Authority is based upon the regpgnition of its
competence as true. In all authority there is truth and
freedom. The authority of the teacher must stretch to
the highest and best forms of competence. This competence
itself will only serve its purpose if it is bdsed upon
freedom and truth. This is the inherent authority of the
teachers separate and distinct from his delegated
authority. Both self-understanding and self—-discipline
‘are needed if o1e 1is to appreciate authority and not abuse

» The concept of authority is the essential personal
; 1ménsian for the professional teacher.” This then is the
i challenge facing all of us involved in the sphere of

education. Not to face it would place in jeopardy the
future development of our profession.

]
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TO DEVELOP AUTONONY: A CRITIQUE OF R.F. DEARDEN,
AND TWO PROPOBALS S

Victor Quinn

Autonomy as an educational idea has had a strxong
champion in the work of Professor R.F. Dearden. I agree
with m:ch that he assumes and argues, but thers is
substantial disagreement on the vital guestion, 'ars any

freedoms necessary conditions of developing autonomy?

{referred to for convenience as THE Question). I shall »
deal firstly with the guality of—five—arsuments—by whioh——— — -
he achieves a negative answer. Then after a few ::
structural points I shall move to substantive argument Y
for a positive answer, that thexre are two such freedoms.
My line of argument will take me positively into the

area of :chievenant he projects very tentatively as he 'f§
suggests that when '

.+» 8 moYe comprehensive and altogethexr -
ampler educational ideal has been formed, o
theye may well be some implications to

be drawn for the manner of educating

which will ke compatiable with developing

autonomy

Dearden argies, I believe xightly, that certain
frecdoms are necessary conditions of exercising autonomy.
He proceeds in two central pape:sz to question whether
they are necessary for its development also. BHe moves. to
a negative anawer based on five brief arguments. The
quality of these arguments is important becsuse in
response, and on the basis of the negative answer, nothing
needs tc be or is said for any such freedom. Since
Deaxrden is alone, in the recent tradition, in seriously
raising THE Question, the status of his mistaken, as I
believe, answer to a very important educational question,
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is olevated unacespéibly.

It is wital to an accurate asgsessment of the strength
of Dearden’s case that the logical status of his question
be manifeat. To ask if A is a necessary condition of B
is clearly not to ask if it is a sufficient condition
of B; neither is it to ask if A alone is a condition of
B; it is not to ask if the opporite of A is thereby not
another possible condition. It is a fortloxi also not
to ask if A alone is the best condition af B.

If a grasp of these rather formal points is unsteady,
it is as well to cons.ruct a psychologically more
smanageable example. Thus to argy that a female component
is a pecesssry condition of sammal conception is not to
argue that it is a sufficient condition thereof; it is not
to argue that it alone is a necessary conditiony it is
not to argue that a male element is thereby not possibly
a necessary condition alios least of all is it to azgue

that the female component is best. A
* I come now to Pearden’s first argument in respon
to THE Quention, He saysa . ‘

.

Yet the granting of various freedoms by
a parent or teacher might simply have

the result that his direction is replaced
by that of some other agency still
external to the child such as the peer
group, or 'pop culture' heroes. {(his

Qemphasis) _
I don't doubt that what is claimed 18 true. I would .
further assexrt in the indicative that autohomy

ponetimes does not ensue upon the granting of such
freedoms. And this failuretallsatrohqu éqaxnst seeing
the granting of these freedoms as a sufficient condition
of developing autonomy. It does not at all touch the
issue of their necessity. That is, it dosg ot touch
THE Question. : '

32
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After accur;talr illustrating the insufficiency of
these freedoms to the development of autonomy, e.g. the
boy gaining his freedom from Borstal yet not development
autonomy, he moves to his second a:gu-edts‘

On the other hand, and with at least some
children, it ¥gg§5 be precisely a strict
upbringing, with relatively little freedom,
which does develop autonomy. (his emphasis)

Again 1 do not disagree with the claim, whether
expressed conditionalfy, as hera, or indicatively, In
two respects I urge the total irrelevance of the true
claim., Firstly, 'relatively little freedom' is not 'no
freadom’, and s0 it {5 arguable that, against the overt
force of the statement, the tacit force is to agred that
some (though little) freedom is Sindeed a necessary
condition of developing autonomy. Whatever about that,
THE Question is not addressed while some freedom is
present. Secondly, the quoted claim is irrelevant since
a degree of compulsion i¢ perfectly compatible with a
degree of its opposite or antithesie, freedom., And both
are compatible as necessary'condxtionﬂfof developing

, autonomy. The superficial implausibility of having two
opposite or antithetical factors, both as necessary
ingredients, is surely something that disintegrates in
the face of a multitude of examples - rest and exertion,
reward and punishment, empirical and non-empirical
support. The assumption of exclusivity is to be ‘high-
lighted and rejected.. §\

On the basis of the possibility gquoted, Dearden
moves on to the unobjectionable but guite irrelevant
reflection”

-

-

-.. the general question of the best
conditions for the development of
autonomy is doubtless very largely an

empirical one, 4‘5
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There 18 no advertance to the fact that THE Quastion,
with which the saction began, has been abandoned in
favour of the much broader and arguably more ikportant
one as to the best conditions. The claim that this new
gqueation is laxgely an empirical ons has no bearing
whatever on the abandoned question,  with regard either
to its status as eq:lric;u oxr to its answer. ~

What is structurally objectional about these three
detailed faults is that 1t 18 on the basis of these
arguments that he moves to a conclusion of the section
{on THE Queastion) with the cu-nl.at_!.va inpression of a
negative outcome of questioning. This unreasonable
outcome is aggravated not just by the transition of
guestion but by threea additional features irrelevant to
THE Question, the "perhaps', ‘easy’ and 'quite obviously’
in this his true, concluding nsntenca:s

Nevertheless, it is perhaps worth while
in the present climate of opinion to
questior the easy assumption that the
conditions necessarxy for the exercise
of autonomy will quite cobviously be the
same as the conditions under which it
is best developed.

His fourth argument for a negative outcome ocouxs
in the second paper Autopomy as an Educational ldeal.
Having reaffirmed the distinction between exer—ising and
developing antonomy, he repeats precisely THE Question.
His anm:7 is a guarded and strong one, if one allows
for the already treated, extraneous ‘best’ and ’'rather’:

Logically, it could be the case that a
rather strict and tightly controlled
upbringing best developed an autonomous
character, partly through the ingredient
diaciplines which it taught and partly
through the inward rebellion which it
engendered.

It should be remensbered that to develop the inward
rebellion or the aspiration to autonomy is not to develop
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autonony. Butit is arguably, logically t..he casae that the
complex achievement of autonomy, involving as it does
an integrated disposition of the will, of reason, of
self-knowledge, of feelings, of choice etc., counld
eparge fully fledged on the first occasion that one is
free to exercise choice, judgement etc. The pre-
determined ingredient disciplines and the aspiration
aight be sufficient., Similarly, it is clearly i:hc case
that a central defender might logically develop his full

. potential for match-winning without ever having had the

combinative freedom of playing a match, but merely by
attention to the ingredient disciplines and the will to
win. b

I would have considerable difficulties, due perhaps
to a dearth of imagination, in conceiving of either of
such individuals as being of my species. Such difficulties
however, would move towards empizical impossibility rather
than logical. And the claim that tha achievement is
highly implausible or impossible is irrelevant.
Implausability is the premium demanded by rigour. But
the options are not as stark as this suggests, for two
reasona., Firstly, the remarkable person in whom auntonomy
emerged fully-fledged on the first occasion of freedom
would be fllustrating the phenomenon of only one exercise
being a necessary condition of its developrent. If there
is no diminution of autonomy resulting from perplexity
in the face of new~found freedoms of thought and action,
then this instates this single instance as a necessary
condition of autonomy's final development. Secondly,
implausibility and rigour can be cross-traded in another
move: {.e. by highlighting a featurs of the concept that
is scantily present in Dearden’s account {and not at all
in response to THE Question). This involves my positive
proposals, in particular the concept ‘practice’,
intervening as it does between ‘autonomy' and 'skill’.
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The fifth oritical point is not soc much an axgusent
as a feature of argument, i.e.the assumption of excess.
As such it approaches the fallacy in the ‘assusption of
excluysivity'. RAgain in fhe second paper, the paragraph
that asks 1if frecdom is necessary goes on to deal with
the extreme cases of A.S. Neill allowing a pupil a twelve
year absence from lessons, and Illich wanting 'freedom

' from school altogether’. Various points are then made

against ‘advocates of extreme freedom'. Centrally these
points relate to the assumption that autonomy is ‘A
natural development'. Deschoolers and 'more moderate
child-centred theorists, apsume without either evidence
or even reasonable expectation that children are already
autonomous before their education begins'. However
socially relevant the criticism of such argument is, it )
is conspicuously disingenuaus to asscciate it with the -
very important question as to whether freedoms as such )
are necessary to developing autonomy.

I have dealt with Dearden’s argupents at some length
for two reasons. Firstly, the attitude to the place of
froedom in developing autonomy which comes across in his
work is widespread and influential in recent philosophy
of education. This is coupled with the point made earlier
that he has been prominent in giving explicit attention
to the connection between the two concerts. The gquality
of his arg\ments9 has largely gone uncriticised ind the
corresponding place allocated to freedom has been to an
extent nndisturbed because he has argqued in the context
of directing his arguments against what I woﬁld call the
trabid freedomists', the de-schoolers and others. I
want to work towards re-instating freedom by attempting
to strike a balance between the poverty of the targets
of hiz arguments, and the poverty of his arguments. We
should then be less subject to facile argument or
avoidance of argument such as this by Prof. R.S5. Peters
in Perspectives on Plowden, a resort to obscured

¢
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tautology in the service of recommendation:

s tob little {8 known about how such
autonomy independence, and 'creativeness’
is developed. It may well be that a very
bad way of developing this is to give
children too many opportunities for
uninformed 'choices' too young.
There is a final structural point before I present
: the positive account. There are aspects of Dearden's
account of autonomy which should, I believe, oblige him
to answer his own question positively., That is, there
are featugés of his analysis which I believe should
render necessary conditions of developing autonomy. That
he does not draw these, and even that they might be
suppartive of mine, in no way weakens my case, either
negative or positivae. I would have no reason to be
sy e embarrassed by such support. Rather would I be encour-
| aged by the suggastion of confluence, since the conceﬁf
of personal mutonomy can present few questions as
important as the one of necessary conditions. A crucial
aim of the educational philosopher is that of clarifying
the flow of education, and thereby the task of the school
anc the teacher, in identifying those conditions without
which there will be no autonomy. Agreement in this would
be heartening,

In the short piece, Was ist Aufklarung? Rant
identifies the chief obstacles to autonony:"

Laziness and cowardice are the causes,
why B0 great a part of mankind, after
nature has long freed them from the
guidance of others (naguraliter
majorennes), willingly Yemain minors as
long as they live; and why (t is so
easy for others, to set themselves up
as their guardians.

I think Kant is wrong in that he does not include the
absence of skill among these causes. The first freedom
that 1 posit as a necessary condition is the freedom to
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exercise and develop the complex skills that are
constitutive of autonomous hehaviour. The sense of
*gkill' fnvolved {(lest there be any other) has got at
least empirically necessary connections with practice.
To be skilled, in this sense, is to have practised and
to have achieved a relatively stoady competence as a
result of this practice. S5till at a formal level, and
without anticipating my second freedom, the skill can

be further specifisd as a comprehensive, high-level,
integrated ccmpetence, in which the integration involves
reasoning, feeling, cheosing and acting. If a person is
denied the freedom to practice the integration of these
facets, noff of his mind but of his person, or if he
aimply newty has the opportunity, then he is not
AULONOMOUR.

The word 'skill’® may cause worries here,”because it
clearly can and often is used to refer to a much more
circumacribed achievement, instrumental tae some business
of living or doing. Clearly I want to avoid any such
circumscription. To become skilled in the exerCise of
autonomy, whilst not synonymous with education, has some
of the same features of inherent worth that education
has. It is not to be skilled in the sense that skill
might be the outcome of mere training or mere practice
of a routine. Rather, the freedom that is necessary is

that of skillfully and assuredly exercising the integration

of the ingredtent disciplines on thé one hand, and on the
other the appropriately individual, human choices that
are cronstitutive of autonomy.

The point is mimilar to Aristotle's celebrated point
that the good and just man becomes sc by good and just
acts. I think the case is even Btronger with autonomy
than with good. We would be inclined tocall amangood if
he asptired to being good and acted on this aspiration,
even though he was cl&msy or incompetent or unselfknowing
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at putting his anpiration into practice. And the flodging
agpirant to autonomy we would not call autonomous. 1In
the sense, however, that Aristotle has a strong and
pProper insistence on the ‘good man’ being fully-fledged
in hias qoodnesi. Steadfast and taking pleasur~ in good
acts, he is drawing attention to the need of practice,
The laziness and cowardice that Kant refegs to as the
csuses of adult ‘nonage’, are in my opinion symptoms or
consequences of the more funda.ental and more remediable
cause which {s the failure to practise to maturity the
steady facility, and to enjoy its exercise.

The case must not be left here, as it is important
to move from a formal to a more material characterization
of what must be practised. This tnvolves some detailing
uf what one means by autonomy. There is considerable
agreement between Dearden and me on this, though I would
qive greater prominence to choice and to the affective
aspects, to inclination, at some expense to reason,
particularly formal loQXc,‘z rule, and the etymologically
vestigial 'law',

I present no arqument for the previous contrast,
\vhich 18 incidental to my claim about this first freedom.
But the sccond freedom is a matertal example. The
autonomous person is the person who has, among other
skills one of making choices which are appropriate to his
individual character in a range of personal spherxes. I
use the term 'choice' with emphasis onb(lest there be
some attenuated use that diminishes it) freedom. ‘Choice’
means freely deciding, and at sowme stage also deciaing on
the criteria of choice, as to what is right for me.

But for reasons adduced previously, even this
emphat tcally free cholice 48 not necessarily autonomous
choice. Autonomous choice may develop fror. but must have,
relevent freedoms. The reason is that many of the skills
constitutive of avtonomy require the systematic and
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pervasive elinination of the unforeseeability of the
outcomes of our chojfces. They are learned slowly by
trial and success and error, they are learned as we come
to see the folly of our projected assumptions, the
weakness {or strength) of our determination, the incipient
complexity of what is to be understood, the transience of
our intentions, the self-deception in our self eriticism,
the pervasive danger of being dazzled by self. To be not
allowsd to encounter and discover and grow through these
qualities {as far as such denial were possible} would be
to delay at least, and possibly to deny, the development
of the complex and elusive skills that make free choice
into autonomous cholce.

Choice as to how one.uses one's leisure i85 a sphere,
among others, which is sufficiently significant to mark
a porson as autonomous or not. It therefore serves as
an example of my point about the growth of foresight,
and it suggests an educational directive and hopefully
also a schooling directive, The freedom condition is
made prominent here, because by contrast with, say, formal
logic, the external narms are greatly diminished. Coming
to know what suits one in leisure is laggely not a matter
of discovering what is right, but of discovering what is
right for one. It involves discovering what things are
sources of compatible entertainment, enrichment, relax-
ation, achievement etc. It involves discovering what
activities are rewarding within the actual rather than
projected or fantasized limits of one’s resolvtion. It
tnvolves coming to distinguish between activities, some
of which are genuine and some illusory sources of rewaxd.
i1t involves sampling and sufficiently savouring activities
so that the actual experience of the activity, rather
than the perhaps prejudiced or snobbish but certainly
external expectation, in future informs one's choice.
It is, of course, possible that the experience will in
all cases confirm the personal rightness of the choices,

v




that the expectation will become established rather than
be questionexd. That event would not diminish the
importance of what 1 propose; it would simply illustrate

a particular way in which the person developed appropriate,
tested convictions, based on choice.

Earlier I criticized Dearden for the assumption that
frecdom as a necessary condition precludes compulsion or
intervention. My account now might appear to be proposing
freedom exclusively. 1 much correct that appearance by
addressing myself to a teaching consequence of my
=ducat ional point.

1t should be remembered that compulsion can achieve
some but strictly not all of what’I have proposed. That
is because sampling can be achieved under compulsion
whereas the education of choice cannot. But more importantly,
it would v astonishing if guidance had no part to play
in the provess of self-discovery proposed. Self-~deception
moves in two chronolegical directions. It is possiule
for o person to move through a period of growth towards
more realistic choices and yet conveniently forget the
folly of the former state. 1 would suggest some means
of recurding the early choices, the reasone for them, and
the expectations for them. These could be compared with
how things turned out, to show perhaps the mismatch of
ambition with the actual resources of time, effort and
ability. Such a log or journal would primarily be a
document to self about self enduring and changing in time,
Lut there is no reason why a sufficliently sensitive
teacher should not become a valuable part of this dialogue.
The teacher's role would fundamentally be one of
questioning and remiading {but also of compelling putwards
towards further exporience, in pursuit, minimally, of
hilance) so as to ensure the expansive and reflective
encounter with unsettled self, to the end of maximizing
the increasingly steady skill based on practice of choosing
as in one's real interest, what interests one.
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Dearden, R.F. (1975) Autonomy as an Educational Ideal I,
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Dearden, Autonomy as an Educational Ideal, p. 11.
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I take the instance of autonomy here to be but one of
many topics on which Dearden reprasents a wider
tradition of unfair use of argument directed
against what X would loosely call ‘learner-
centred' education, I cannot and don't attempt
to support that claim here, but simply alert
the reader to it,

Peters, R.S. (1969) Perspectives on Plowden. London:
Routledge and Kegan Paul, p. 11.

Kant, I, (1784) Was ist Aufklarung? Berlinische
Monatsschrift. The prominence of 'development’
in Kant's account is usefully presented by the
contrast between ‘'enlightened’ and ‘enlightening'.
His concern is with the latter.

Dearden does appear to present not a freedom but a
component necessary for autonomy when, in his
search for areas of judgement and of criteria for
judgement, he startinaly concludes "And it does
not seem possible that criteria of much
educational interest, other perhaps than those of
formal logic, could be shown to be necessarily
amongst any selection that might be made.”
{Auntonomy as an Educational Ideal, p.18). whilst
I would not agree with this, peither would I go
g0 far as tv agree with Young who similarly
criticizes Dearden but proceeds to doubt the
necessary condition status of rationality for

: autononmy {(Young, R. (19380} Autonomy and
Socialization in Mind, Vol. LXXXIX, p.567-8.
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8 CONSERVATIVE PERSPECTIVE: .A CRITICAL ASSESSMENT OF
MICHAEL OAKESHOTT'S CONCEPT OF EDUCATION

Kevin Wil)iamg _ .

L}

Education is not Michael Oakeshatt's principal
philosophical concern; his major works deal with epistem-
ology, political theory, and historiography respocctively,
and these are also the main themes of the various essays
which make up Rationaliss in Politics which is probsbly ,
tils most well known uo:k.1 Educat ion i;: however, of
rore than indire:t interest to readers of his work. In
his celebrated analysis of political activity, signific-
antly entitled "Political Education®, he provides an
elucidation of the nature of political activi* : by
examining how we come to learn cur traditions of political
behaviour.? FPurther use of this procedure in his more
general epistemclogy goes to explain Hanna Pitkin's
observation that Dakeshott “is almoet as much concerned
with education ... as with governnent'.3

Oakeshott has also written variously and at length
on education itself, usually in the form of essays.
Since the appearance of R,S, Peter's critical assessment,
in which he testifies to the influence of Cakeshott on
his own work, three long essays lLave been puhlished.4
The concept of education efaborated by Oakeshott is
clearly congenial to Peterxrs and to others who share what
we might call the London Institute approach to the
Philosophy of Education.5 Ny own interest in his work,
which was originally aroused by the sceptical common-
sense of his writings, merged with an ambition, long with
me, to articulate my reservations about this whole undexr-
standing of education. I might add that there is much 1
find trve and acceptable in the conservative viewpoint,
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and thia pnpexfis primarily concerned to establigh what
'thta is. The final assessment will merxely point in the
direction that a critique might take.

‘Somewhat ironically, ths essay "On being Conserv~
ative”, 6 vhich is the thematic focus of this paper,
does not deal, even indirsctly, with education. This
essay serves to convey the nature and temper of the
conservativa attitude itself which Oakeshott describes.
as a “"disposition" as opposed to a creed, doctrins,
ideology, or any specific set of beliefs.’ The conserv-
ative disposition is distinguished by a propensity to
use, enjoy, and delight in the present, in what is
currently available, in what is familiar. The conserv-
ative makes use of the opportun s for satisfaction
offered by the present and neither lives for future
pleasures nor dwells on those which the past may have
offerad. . Although Oakeshott is not unawars that for
sopeone to prefer "presont laughter to Utopian bliss
his present situation must offer significant opportunity
for enjoyment, he fails, nevertheless, to elaborate on
the fact that conservatism is harxdly an appropriate
attitude for the poor and deprived. The logical
consequence of a consarvative disposition is an
hostility towards, and suspicion of, change and innov-
ation. On what might be the educational implications
of such an attitude as regards the content of the
curriculum I will make just one oheervation. A conserv-
ative, contemplating changing the school curriculum:s at
Post-Primary level might wonder at the geneval acquis-
cence of teachers in teaching the presant curriculum and
at the lack of sustained and widespread demand on their
part to change it. Such reflections could lead him to
the conclusion that the case for significant curriculum
change is less than compelling. EBEach reader will have
his own opinion on the reasonableness of the conservatives'’
conclusion and I add no further comment:




The next stage of Oakeshott's analysis where he
proceeds to i{dentify the particular kind of activity for
which a conservative disposition is most appropriate,
leads to the thematic core of this paper and should
prove somewhat more interesting from an educational
point of view. Conservatism, the disposition to enjoy
and delight in what is present, is not only the approp-
riate, but is the necessary disposition to engage in
that kind of activity which we pursue for its own sake,
or because it is valuable in itself., Such activity
stands in opposition to instrumental or functional
activities which we engage in for the sake of "a profit,
@ reward, a prize or a result in addition to the exper-
1ence_1tse1£'.9 This includes all tasks which we under~
take solely as means to further ends {(cleaning out the
fire-qgrate) and these relationships with others of a
commercial or service pature where we are concerned
svlely or primarily with the ability of the other to
supply a particular demand. In contrast with these
relationships we have the relationships of friends who
are not concerned with supplying specific services to
one another. relationships which are, in Oakeshott's
memorable phrase, “dramatic not uti!itarian“.‘o
Oakeshott suggests fishing as an example of an activity
which, as a pastime, may be engaged in for its own sake,
for the enjoyment of the experience, and not just to
achieve a particular result - although to succeed in
catching fish may add a further dimension to our
satisfaction. 1n this regard fishing iR like playing
any vame where the enjoyment of the game takes precedence
over our winning or losing, where realising a particular
outeome 1s less important than the ritual of engaging in
the activity. I suggest that such activities as sailing
horse-riding, or hill walking which have no extrinsic
purpose other than enjoying the experience which they
provide, illustrate even better the kind of activity
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which Oakeshott has in mind.

On a final point (which Oakeshott does not mentionm),
i1t would be wrong to conceive our engaging in the
activities as a means vhlch hrings about the end of
enjoyment. The exhilaration, the sense of mastery, well

- being, and cloméness to natuxe which a person gets from

sailing are not ends to which certain physical arrange-

ments are the means., Fron the enthusiastic and practised
participant’s point of view such feelings are what sail-
ing is for him - they are not ends which are instrument-
ally related to his participation in the activity ftself.

In his essays on education Oakeshott argues that
our civilization can be considered to be composed of two
kinds of activity or aclievement which together form
what he calls, in Hegel's term, mans “second nature®, or,
in Dilthey's, his “geistige welt'." In the first place
we havefactivities made up of those instrumental skills
which contribute to prnétical survival and earning a
living. Secondly, there are those theoretical enter-
prises, those explanatory modes of thinking or forms of
thought whose sole purpose is to contribute to our under-
standing of some aspect of the human or natural worid -
and as such are valuable in themselves and not for what
they may enable us to do. This distinction remains
tenable for all that the exercise of instrumental skills
is informed by ySderstanding and that our achievements
in understandiné are realised through the exercise of
intellectual skills. The class of theoretical activities
such as science or history is not co-extensive with that
of activities engaged in for their own sake as it does
not include engaging in human relations nor participat-
-ing in such non-instrumental activities as sailing or
pony~trekking. 1 suggest that one distinction between
the two classes of activity is that the achievements of
theoretical activities, a scientific hypothesis or a
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historical explanation, are public in that they can be
shared with others, whereas the experience of friendship
or of swimming are private and excluaive to the
individuals enjoying them.

Although he does not explicitly’tranlpoae the
analysis in "On being Conservative” into his essays on
education, the notion of activity as an end in itself,
as intrinsically worthwhile or valuable, essentially
characterises Dakeshott's concept of education. In brief
education consists in the deliberate initiation of a
learner by a teacher into that part of our civilization
camposed of those theoretical activities of a public
nature vhich pre-eminently possess this quality of
intrinsic value.’z Being free from all considerations of
instrumentality or of extrinsic purpose, this initiation
is undertaken in an 1nstitutxona1 arena which is "a place
apnrt'13 from the rest of life and *the distracting
business of satisfying contingent wanth'.‘q It prescribes
a relationship categorically distinct from any other, one
which may involve the imposition of conditions of
"direcy on and restraint” by the teacher on his pupjl.‘s
Time will not allow for consideration of the familarily
conservative rotion of compulsion suggested by this final
tharacteristic nor for full and separate examination of
the problem of justifying this whole analysis of education.
The rest of this paper will be concerned to consider the
status of claims which ascribe intrinsic ;alue to the
activities with which education is concerned and to

-

suggest the direction which a critigque of this understand-
ing of cducation might take.

Firstly the intrinsically valuable activities with
which education is concerned are non-instrumental, which
means that their possible use value is not relevant in
characterizing them and that they do not serve as means
to further ends. This excludes any extrinsic purpose
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+ education.

relating to the realization of social goals, what
Oakeshott calls °"soc fon’, from what counts as

16 The intrusion of ‘socialization' tnto

education can take two forme. In the firxst form educat-
ion is conceived primarily as an instrument of social
policy aiming to produce performers of vocational roles,
while the second form of ‘'socialization' would make of
education a mechaniem to counter division and to promote
integration between different social classes,

This condition non~instrumentality yields only a
negative chntacterxz:SKQn of education as an intrinsically
valuable activity and it is much more gifficult to be
precise about positive proparties. The activities with
which education is concerned are intrinsically valuahle
primarily, because they are connected with the development
of understanding and those desirable human gualities which
are generally related to rationality. Initiation into the
aspects of our cultural inheritance with which education
is concerned involves the acquisition not only of under-
stanﬁinq, but also of the gqualities associated with the
posscssion of intellectual skills or ‘connoiss-urship’

and of the intellectual 'virtues'.‘7 Intellectual
'‘connoisseurship' is expressed in the ability “to
distinguish between the different sorts of questions and
the different sorts of answers they call fm‘""8 and in

a sensivity to considerations of relevance, accuracy,
economy, elegance, and degrees of conclugiveness in
argument. Intellectual virtues include such qualities

as open-mindedness, care, perseveranne, concentration,
precision, intellectual honesty and modesty. The
qualities which make up intellectual ‘connoisseurship’

and 'virtue' arc importantly constitutive of what we call
mind, although human rationality is not composed exclus-
ively of gqualities relatifiy to intellectual life. Such
other characteristically human qualities as considerate-
ness or loyalty may, indeed, also be developed within the
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educational community but it s 7 pre-smirently in
school nor in the prosscution of intellectual endeavours
that we acquire them. Those qualities ox states of mind
which “are proroted in a formal, systematic way through ’
school education consatitute, nonetheless what ia

' peculiarly valuable in what we call mind ox rationality.

With standards of achievement characteristically and

. exclusively their own, art, science, history, mathematics,

and philosophy are not reducible nor assimilable to any
other activity and make a uvhique contribution to the
development of rdationality. The understanding which such
pursuits promote can form, alter, and make more discrimin-
ating, our perspective on man and nature - hence ¢t
contributes to forming the kind of conceptual framework
which we have. It is for this reason, and also because
of the range of qualities which educationsl pursuits call
upon and develop, that the study of history or science is
of greatexr educational value than engaging in even such a
game as chess, which is intellectnally demanding but
which operates within prescribed and limited conceptual
boundaries,

The development of understanding and the acquisition
of intellectual qualities and 'virtues®' must not be
conceived as related instrumentally to education and
consequently at odds with the notion of education as
19 Developing these qualities is
part of what education means -~ the acquisition of such
gualities is not, therefore, an extrinsic end of
education, in the way a person might learn Irish just to
get a job in the Civil Service. We can no more apply a
means-ends model to the benefits which attend genuine
educat {onal pursuits than we can speak of the activity
of sailing as a means to the realization of certain
plessurable ends. Feelings of increased sympathy towards
others, an understanding of, and a sense of outrage at

intrinsically valuable.
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social injustice, for axample, are not effects or results

which may or may not follow a sensitive reading of Harxd
Times. Reading and responding to the novel means having
these and similar experiences - which is not to suggest
that all readers will rxespond in the same way and have

the same kind of experi s. Initiation into educational
activities which are vaZEEZle in themselves, therefore,
entails the developsment of understanding and of particular
characteristically rational qualities as a featurr ratherx
than an effect or result of the pursuit of these activities,

This relationship between initiation into activities
which have intrinsic value and the cultivation of desir-
able qualities points to the epistemological connection
between education and personal development oxr what is less
helpfully called ‘self-realization'. The conjunction is
clear in Oakeshott's characterization of education as
*iearning to make something of onrselves'.zo on &
linguistic point I stygest that to describe an activity as
valuable in 1t§e1£ ox as worth pursuing for its own sake,
as well as pointing to its non-instrumental nature, means
that it is valuable on account of what it can contribute
to the personal enrichment of those who become participants
in that activity - indeed it is hard to imagine what else
it could mean. Consequently no disjunction exists between
the aim of personal development and the husiness of learn-
ing to engage in those intrinsically valuable activities
which compose a cultural inheritance. A person whu is
learning to make his own a cultural inheritance becomes
in this way personally enriched; it is through this
learning that he develops more finely, and wore compre-
hensively his human capacities to think, to feel, and to
act, which is what, if anything, so-called 'self-realiz-
ation' 13.2‘ Finally we should note that tnere is no
terminal point at which a human being can be saild to have
made "the most of himself®. The notion of human develop-
ment hsd no teleology, the self has no pre-determined
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point at which it can be said to be peorfect and to have
exhausted all the possibilities of rational development
open to it.

-

Similarly the activities with which education is
concernsd, Iin particular science and history, have no
terminal points prescribed or prescriptible in advance.
There {s no point at which we can say that we have
finished learning about science or history and this prop-
erty of indeterminateness provides the second positive
characteristic of such activities. Of their nature
science and history are activities of learning, and nhile
there is a sense in which we may always have something to
learn about fishing and sailing, engaging in these
pursuits does not {nvolve indeterminate learning. In
doing science or history "learning itselt is the engage-
22 In Oakeshott's metaphors this kind of isarning
entails using the capital which makes up a civilization

not to conswne it in the exercise of a practical skill
23

ment™.

brt to re-invest it in the effort to learn more,
Furthermore the learning involved i85 nct only inexhaust~
ible but presents itself as a permanent challenge to the
learner. To increase one's capacity to participate in a
tradition of learning demands sustained and concentrated
effort and to succeed fn making a perscnal contribution
to such a tradition i{s the exemplary intellectual
achievement,

Conclusion

In an assessment of curricular principles or pro-
posials empirical considerations may be relevant, just as
they may have a bearing on our appraisal of moral
argurents. In determining the merit of a prescription
about the nature of the school curriculum the question of
whether it is open to everyone to pursue the designated
activities is an important matter of fact which we must
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consider. Answers to this question reveal serious

inadequacies in Oakeshott's conservative perspective.

For any individual hig opportunity to avail of educational

facilites at first, secand, and third levels is, notor-

fously, related to his position within the socio-economic

24 The contingent arrangements which provide
for the ownership and control of wealth and resources in
a socicty significantly influence or even determine the
possibilities of an individual's participation in the
intrinsically valuable activities with which education is
concerned. Oakeshott’s ignoring of the infiuence on
access to education of historical and social circumstances
demonstrates a naivete, or perhaps disgghuousness, about

" his political pre-supppsitions.

hierarchy.

- Secondly, to engage in the pursu of learning is to
become a participant in social institutions ox practices
which simply cannot ex:st detached from particular social
contexts. Seriously to pursue learning as an end in
itself, even on a part-time basis outside an =ducational
institution, necessarily involves participation in the
social arrangements, such as libraries and othex research
facilities, which promote learning. School is not "a
place apart®, it is a social institution which makes its
own particular demands on community resources and it is

. also an arena in which competing and conflicting interests
and influences may come to bear. Take the role of the

" teachexr. He is, indeed, the "agent of civilization®?>

- but he is also an employee/trade-~union member whose

interests as a worker may conflict with his task as
mediator between his pupils and thelr cultural inheritance.
Witness in this regard the unfortunate position in many
schools in relation to parent-teacher Reetings, a situation
brought about through such a conflict of interests. In the
second place it must be obvious that the school not only
promotes learning but also serves as a selection-mechanism
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for employers and universities and that this instrumental
role as vocational filter can distort the efforts of
teachers to provide genuine education. Oakeshott's
characterization of education is, of course, normative or
evaluative and not descriptive of what is the case.
Indeed, he well recognizes and deplores the intrusion into
education of the demands of practical life and, in
marcicular, the inposition on education of vocational
function. This vision of educational arrangements set
apart from wider soctal and economic considerations,
consequently, represents an ideal on his part. It is an
fideal which seems to me, in principle and not just in
practice, unrealizable. On a philosopher renowned for his
sceptical anti-Utoplanism such a judgement must appear a
curious Ltrony.

In conclusion 1 Buggest that Oakeshott's conception
of education as initiation into intrinsically valuable
activities of a public pnature is more compelling than
educat fon concelived primarily as general preparation for
life or specifically for work. It also offers a more
coherent epistemological basis for the school curriculum
than the contrivances of so~called integqrated or topic~
based curricula which are not rooted in publicly accepted
traditions of Iﬁarninq.26 In its failure to take account
of the social context in which it 18 situated Qakeshott's
analysis, however, offers only a limited and partial

perspectave on education, ~
i
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situation as it applies to Ireland.

25, Qakeshott, 'Learninq‘Pnd Teaching”, pp. 159, 161.

26. cf. T.G.Gaden, "The Casge for Specialisation™, Irish
Educational Studies, Vol.3, No. 1, (1983},
This penetrating polemic provides some apposite
observatione on the inadequacies of such
curricular amalagams.
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THE CASE FOR SPECIALISATION

Gerry Gaden

It should be stated at the cutset that my concern
{s with all post-primary pupils, and not just with those
who stay on beyond the minimum leaving-age. Indeed, the
development of the following ideas has been prompted
primy ily by the belief that most of those leaving at
sixteen do so without a sense of having learnt anything
of significant value to themselves.

I want to begin by talking about the education of
character, and in particular, about the possibility of
someone's self-confidence and sense of responsibility
being promoted through organised learning - the acquis-
ition of gpecific kinds of knowledde and skill. Perhaps
1t will he agreed that if learning is to be educative it
must have this effect, that this indeed 18 part of what
is meant by its being educative. But in any case, the
legitimacy of schoels' and teachexs' concern with person-
ality and character is questionable except insofar as
this is related to the learning of those matters on which
their authority and expertise is clearly recpognised.

First consider confidence, and here we are concerned
with the relation between self-confidence and confidence
in one’s ability to do particular things. At first it
might seem that the ﬁ%iatxon 1s tenuous, because confid-
ence in ore's ability can only apply to particular situat-
ions or kinds of outcome. To have confidence in my
abilaty to do something is not to expect always to succeed
ir 1t, but it 15 to expect some degree of success in terms
of standurds which are not purely private ones. It is tgo
believe that I can produce cutcomes which at least some
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others will recognise as successful. Self-confidence on
the other hand, {8 independent of these, being something
cluser to cunfidence in one's own worth aor significance,
so that I could have confidence in myself even in
situations where I expected an unfavourable outcome and
knew that I could do nothing about it., Nevertheless, I
could hardly expect to fail at everything and still be
self-confident, and in this regard, saome things are more
crucial than others. Failure in something will damage
ny self-confidence 1if I have considered the thing to be
very worthwhile, have had some confidence in my ability
to do it, and have really tried.. For most people, at
least some relationships with others have this status,
but other things can hawve it too {a career, a long-term
task, the pursuit of a serious interest or concern etg.).
It is in such thinyg: that tallure can damage self-
confidence; so also it is in just these things that
learning to succeed can enhance it, It follows that
learning something can promote self-confidence only if
these conditons are fulfilleds

{1) its valve and significance is appreciated
by the lecarner;

(2} a measure of acknowledged BucCess in pursuing
it {8 envisaged;

{3} a sustained effort is made to this end.

These will be taken up again l.ster, but meanwhile
1t us examine the 1dea of responsibility. Children are
not born responsible, nor do they just "becowme®™ respons-
ible by some process of natural growth. What happens is
that they accept respunsibility by progressively engaging
{taking roles, etc.) in more and more activities and
aspects of our way of life until we are prepared to treat
them 1n general as responsible pvrsuns.1 There 18 a
paradox here, or at least the appearancerof one, in that
thelr acts in many cases are not secn as acceptances of
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responsiblility untal they are already regarded as respons-
ible persons. (A child, e.9. cannot slgn a binding
contract, even if he writes his name at the bottom of the
page.) The problem of course, arises from the child's
relative lack of understanding of what he is doingy. The
more clearly snd certainly the child can be said to know
what he is doing, the more clearly and unconditionally

can his consistent engagements be construed as cases of
accepting responsibility. This gives us an immediate
connexion between responsibility and learning. First, it
is through engagement in learnable activities that respons-
ibility is acrepted and exercised. Second, putative
acecptances nd exercises of responsxbilif} are regarded
48 genuine ones insofar as the agent has learnt to under-
stand the activities., What we shounld now consider {s the
kind of learning and understanding involved.

It 18 obvious that this is not just a matter of
procedural competence and correctness; rather it is a
arasp of purposes and values, the point or what I prefer
to call the "spirtt” of the activity., To illustrate:
you invite someone to a party and he agrees to come along:
at the party he behaves quite properly, has a couple of
drinks and makes some polite conversation, smiling now and
again ete.; but it is obvious after a while that he is
not genuinely invelved, that his heart is pot {n it, that
he did not really accept the invitation in the right
ﬁpxrit.z Now imagine trying to play music or a game, or
do an experiment or work out a desigyn or a mathematical
problem with someonce who treated the activity in this way.
He goes through the motions, but without entering into
the spirit of the thing, without caring about fts essent-
1al point or purposes. It may be that he does not under-
tand i1, or 1t may be that he cannot be bothered: in
neither case i he accepting responsibility. But if he
has no grasp of the spirit of the thing, thea he cannot
Legin to bother. Learning the spirit of an activity is
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a necessary {though not a sufficient) condition for
accapting and exercising responsibility within it. It
follows that the only learning which can enhance the
development of responsibility is learning in which the
spirit of what is learnt is accessible to the learner.

The spirit of an activity is not something mimple,
but it is something real. It represents the central
purposes, the principal conceptions of the activity's
point, as seen by the partict ts, and the values
embodied in its proper pursuit. You are not playing
football in the spirit of the game if you are trying to
malm the opposition, nor will you grasp the spirit of
mathemat ics without developing any respect for clarity
and precision. The spirit of any complex activity is an
object of feeling and not just of thought, and it
develops as a tradition through the actions and reactions
of particpants.

From this we can draw some significant inferences
about the Xinds of learning which can contribute to the
learner’s sense of responsibility. First what is learnt
must e an identifiable activity, that is a recognised
body of skill and knowledge with some internal coherence
and a tradition which has its basis in the life of the
community. Otherwise, there is no "spirit" -~ nothing
with which the learner can identify or be identified, in
relation to which responsibility can be accepted. Second,
the learner has to be treated as a participant, not as a
spectator or outsider -~ acceptance of responsibility
requires actual engagemeht. Third, while the learner's
concern for the activity should not override everything
else, it cannot be marginal ~ its development requires
considerable time and effort.

We can now put these points together with the conclus-
ions reached earlier in relation to confidence. Take
first, the idea that the activity or subiject learned be
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an identifiable publicly recognised one. This connects
with the requirement that its value and significane be
appreciated by the learner, The point is that the value
of what is learned cannot be restricted to the instruct~
ional’ context. If a young person’s learning s to
promote his self-confidence and responsibility in his
dealings with the world, then what he learne has to have
acknowledged status, in its own right, within that world.
The range of activities describable in this way is very
wide but 1t does not include, e.g., artificially contrived
arrangements of subject-matter or projects arising from
the fantasies of curriculum developers which have no
tradition in the life of the commurity. Next, recall the
necessity for sustained effort on the pupil's part, along
with the demand that the learned activity be treated as
an important personal concern. It is obvious that these
conditions require a laiye allocation of time. Finally,
the learner is to be treated as a pa.ticipant who can
expect to achieve a recognisable degree of competence.
This is realistic only in circumstances where there is a
serious commitment on the part of teachers and school
authorities to the development of the learner in his
pursuit - a commitment which will not be lightly abandoned
and can be fairly freely exercised. HRustling through a
standardised syllabus, among many others to which the
pupil is subjected in a series of brief encounters,
administering a short test and then ditching the job, does
not by any reckoning reflect such a commitment.

The copclusion is inescapable. It is Lhat 1f gelf-
confidence and responsibility are to be developed through
learning X, then X has to be a specialism, both in the
stnse that it is distinguishable from othey pursuits, and
in the sense that a good deal of iime is Spent on it,

Su far I have been arguing from an analysis of what
it means to promote through organised learninag, the
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development of confidence and responsibility. The case
can now be reinforced by means of another perspective -
a consideration of thes social conditions within which
to-day's post-primary schools operate. It i5 a world
characterised by the mass prgéuction and consumption of
goods and services and ordgrs (of necessity perhaps) by
impersonal burocratic pr:fgdurea. Work is not easy to
find, and economic condifions are not very predictable at
any level. It {¥ certadnly no longer the case for most
young people that & te from the family and school to
relatively stable emgloyment and adult status within a
functionally orde community can be assumed or readily
amapped out. Socigl conditons, therefore, do not them—
selves provide 3 basis for establishing any sense of
identity or perscnal worth. In these circumstances, if
it is reasonable to demand anything, it is reasonable to
demand this - that ten or more years of schooling should
yield competence in and personal identificat.on with at

least something which can contribute to the sustenance
and enjoyment of own's own life and that of others. if
our educational institutions cannot meet this demand,
then they are indefensible. 1 can see no way of meeting
it other than fulfilment of the conditions already
outlined - a considerable proportion of the pupil's time
spent on a very small number of recognised pursuits with
the help of teachers unegquivecally commited to the
development of competence.

Now 1| am not of course saying that this is all that
the pupil should do in the post-primary schonl, Tt is,
however, an essential task which such institutions can
undertake honestly, that is with a relatively clear
sense of purpose and of their own competence, If other
things arc done, then their justifications should like-
wise be unsmbiguous, if they are to be publicly supported
and if children are to be compelled to attend. No doubt
the further development of literacy and numeracy is
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necessary, together with some historical, geographical
and other knowledge of faily direct reference to
participation in political and soctal life., The content
of this work is debatable, but the terms of the debate
are clear - it s about utility. Probably also a suffic~-
ient case can be made for curricular provision to

promote physical health. All of this is beyond my present
remit, but the general point must be made, that a clear
specific atton is required of what the schools are to be
expected to achieve. A consequence of this specification
would be, I think, a rather drastic curtailing of their
current pretensions,

Returning to the specialist component, then, 1 am
propesing that {apart from the first year} at least one~
third of the pupil's time throughout post-primary school-

~ing should be given to specialised pursuits -~ activities

in which the school undertakes to bring him to a level of
comrztonce characterised by a basic fluency in and feeling
for what he does.’ This will entail his acquiring the
essential skills and bodies of factual knowledge relevant
to each activity, together with a grasp of its traditions,
its spirit, and its social and economic significance. It
is plain that such a study 18 not "narrow®™ in the sense
of being self~contained; it is simply a distipctive and
recognised undertaking with which it is possible to
identify. Probably no more than two such pursuaits should
he undertaken at a given time and no less than two years
be spent on any one. There is no reason why all schools
should offer the same range although onc would expect
censiderable ovexlap. There are very many practical
questions to be faced in devising such a system. If they
seem formidable, it 'is worth remembering that we have for
many ycars contrived the means to support highly complex
curxicula which have no clear rationale, and through
which it is likely that the majority of pupils learn very
little, It would be surprising if more sensible

53 63



arrangements proved impossible to implement.

Let us go back now to the issue of principle: it
is time to consider some popular objections to special-
isation in past~primary education. It is not very easy
to specify such objections by reference to precedent,
because no proper case for specialisation has, so far as
I am aware, been previously mnde.4 This has resulted in
its being set up as the caricatured opposite of whatever
happened to be the prevailing ideal of liberal or generxal
education at the time., Since the concept of liberal
education has itself chauged quite markedly over the
yeara,s there have been various such straw men tagged
with the "specialisation™ label. Their swift demolition
has created the illusion that specialisation {(except for
the proven academic high-flyers) is indefensible and
general education unassailable. In seeking to dispel
that illusion, therefore, 1 will take up four objections
which seem likely to be made to the policy I have been
advacating, without any direct reference to possible
parallels in controversies of the past.

The first i1s that a curriculum incorporating a major
component of specialisation wonld not constitute a
programme of all-round education. Certain abilities and
aspects of mind would be developed by that component;
elementary skills and kncwledge reguired for participation
in the life of the community would be promoted in the time
remaining, But other forms of knowledge and dimensions
of life would be left unexamined, and hence othexr abilities
and personal gual:ties remain undeveloped.

Ta deal with this we have to guestion the assumed
connexion between the transwmission of knowledge and skill
in a wide range of particulayr spheres, and the development
of gqualities of character and rational capacities (powers
of reasoning and judgment). Tt has often been taken for
granted that the latter depends on the former. In other
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words, unless the pupil undertakes learning in a wide
range of particular subjects, his personality will be
distorted and he will be less than fully rational fn his
subsequent undertakings.6 The trouble with this doctrine
is that it is false: it entirely misconceives the

relation between curricular learning and rational develop~
ment. It is guite true, e.g. that if someone has no

sense of history orx maturity in moral judgment, then his
dealings with the world are likely to be highly unsatis-
factory. But it does not at all follow that his education
must therefore include the formal study of history and
worality. A concern for the development of rational and
responsible judgment is shown, not by pruscribing this,
that or any number of subjects, but in the promotion of

an approprigate gquality of engagement with whatevor is
sludied.7 This Is rendered impossible by a curriculum
which attempts to fncorporate every kind of knowledge and
human concern in a complex programme of formal instruction.
What it (demands, on the contrary, is the apportunity to
specialise,

The: second obiection is a weaker relative of the
first. 1t is that the pupil will not enter fully into
his cultural inheritance, that we have an obligation to
pass on "the best that has been thought and said” over
a5 wide a range as possible.

A saciclogist might ask whose cultural 1nherxtiance
was buiny talked about here, and whether we are so very
sure that the present school curriculum reflects the
cultural snheritance of the majority of those to whom it
1s dispenses. My own reaction is to argue that such an
inheritance (whatever exactly it consists of) can only
have any life an and through those who Bee some value in
it, and that suchk o perception cannot be achieved by means
uf &4 gener.i survey. A bread and shallow programme of
studies an oftect denies to the majority of pupils the
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opjortunity to gain a secure foothold in anything of
value, by refusing them the requisite time and personal
support to enter into its spirit. A participant ina an
activity can come to make something of 1t as a focus for,
and a way of meeting with various aspects of his culture;
the petpetual spectator, identified with nothing in
particular. cannot directly experience {has no basis for
feeling) the significance of what is said and done. Access
to a cultural inhexitance can enly be gained through a
sustained personal engagement with some part of it. As
with members of the opposite sex, if you try to get
engaged to too many of them you will end up on the shelf,

The third objection is perhaps today the most
porular. It i{s that specialisation leads to inflexibilicy
of competence and restricts vogational choice.

Now this might have some force if we adopted a
caricatured version of specialisation restricting the
post-primary pupil to, say, a single pursuit which demanded
only a very limited range of abilities. But this is not
the proposal. Furthermore, flexibility and adaptability
are, 1 believe, more closely associated with self-
confidence than with the possession of an assortment of
items of knowledge and rxules of technigue. We have seen
that learning cannot promote self-confidence unless it is
specialised. Vocational training is a matter of learning
new things; the capacity and confidence to do this is
best promoted through the experience of having successfully
irsrnt something else. Without this experience, one s
likely to be less abmitious and adventurous later on.

Here it is also worth making the point that the vocational
choices of very many, if not most, young school-leavers
are highly restricted already because the present currdoe-
ulum hus brought them to the point of being considered
incapuble of undertaking anything of any complexity.
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The final problem is this, it will be contended that
the young adolescent {s not in a position to choose
activitien in which to specialise, and that he cannot be
in such a position until he has expericnced all the
options,

There are scveral comments to be made on this. First,
1t 18 questionable whether an “introduction” to a diverse
range of activities can give any adequate sense of what it
is like to be & particip.nt in any of them: and the more
time i: spent on this, the leas time is avallable for
serious engagement.  Indeed, the results of many of the
decislons taken by college students after five or six
years of general education do not exactly inspire confid-
ence in that system as a basis for chotce. Next, it has
been essential to my argument that the activitics made
available should exist as readily {dentifiable pursuits in
the community. If the pupil entering the post-y: imary
school has literally no fdea of what is meant by music,
chemistry, drama, carpentry, electronics, technical
drawing, visual art, a foreign lsnguage, and so forth,
then theve has been something seriously wrong with his
praimary vducation., Of course these things can be
variously interpreted, and some attempt can be made in
the first year to indicate more of what is entailed, but
Iosee lattde woint in going beyond this., Finally, @ uch
chevices would he made in consultation with teachers and
Prents, Perhaps there 1s an element of risk here, but
1t as eften overstated.  If someene does badly in something
hee e cosen, it does oot fellow that the coite was
mistaken. [t will make sense to speak of a "mistuke” only
o thee Cf id s alyeady rather riaddly formed, in terms
o dpspositions and aptitudes, in ways not obvaous to
anyoene at he tame of making the choice. At the Stage we
dre vonsidering, such cases are extrenely unusual., In

the ond, 3t stadf are committed to helping the papil
I pug
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develop in his chosen pursuits, then it is my belief
that in most cases they will succeed, because the
children will respond to that commitment. The motivat-
ional problens which beset post-primary education at
present commonly arise, 1 am convinced, from the pupil's
perception that no ape is making any serious commitment
tu his success in Jearning anything. Under present
curricular arrangements, they could not possible do s0.

1 have argued:;

{1) that specialisation is a necessary condition for the
devolopment, through crganised learning, of self-confidence

and 1esponsibility,

{2} that contemporary social conditions threaten self-
1dent 1ty, and make it imperative that educational
instttutions foster specialisation, to open up to everyone
the possibility of personal identification with what is

Teay nead.

{31 that it 1s only in & curriculum allowing specialisation
that any realistic commitment can be made by teachers and
schools to the progress of individoal pupils,

(31 that arquments commonly advanced against specialisation,
tn behal! of general cdacataen through a diverse curriculum,
4o net brar scrutainy - they depend upon caricaturxes of
spreainlisation, and fallacies about the relation between

knowledge and rational development.

There are other arquments for specialisation, but
prebatly these are egough to be quing on with, The case

reents - bat oonly for the time beloa,
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NOTES

1. cf. H. Fingarette, On 1es sibilityv. (New York:
Basiec Dooks, 15375, Cﬁs.1. 2.

4. cf. Fingerette's treatment of a very similar example:
~p. cit. pp. 34-36.

3. For an explanation of these terms, see my ‘Depth of
Knowledge as an Educaiional Aim'; Procasedings
of the Educational Studies Associa=ion of
Ireland Conference 1 -\Galway: University Press).

4. At least in the sense of the term used here. There
have, of course, been attepts to promote education
in ¢ limited group of supjects to bhe taken by
vveryone. There 18 a good deal in Dewey's worh
shich shows an aifinity with the view developed
here, but 1t if not presented as a concerted
case for specialisation, Among contemporary
rhiloscphers, Mary Warnock is the only well-
known writer -o have defended speciaslisation.
Her arqguments are probably insufficient on their
uwn, and it is not very clear exactly where and
how far the principle is iniended to apply in
practico, cof. e.9., her Schools of Thought,
(London: Faber, 1977}, pp. 155~158 etc.

S.vf., gL

G.H. Rantock, "The Idea of a Liberal Education®
in The Parochialism of the Present. {London:
Routledge and Kegan paul, 19811, and

%. Rothblatt, Tradition and Change in Fnqglish
Liberal lducation. (Lundon: Faberx, 1976).

t. Mirst is the hest-known expondent of this position:

"Whatever other principles may govern the
curciculum ... we can have no adequate grounds
for forsaking a child's progressive tnitiation
inta all the distinctive forms of rataiunality,
unt il we have done every.hing in our power to
atnieve just this®,

The Curriculum: Context, Design and Development
{Edinburgh: Oliver & Boyd, 19717, p. 2445,

These are his seven or eight distinct “€orms of
knowledge” and it is argued that to neglect any
of these is to deny the pupils “certain basic
woys of rational development®, Spectalisation

is scathingly referred to as "ruthless butchery”,
{lbid , p. 2449},
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7. "What makes his curriculum educationally worthwhile
is not the presence on it of any particular
school subject, but the presence in it of
serious thought about whatever he is doing®.

P.S. Wilson, Interest and Discipline in
Education. (London: Routledge and Kegan Paul,

.

I think this is essentially correct.
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THEY ASKED FOR A STORY.....

Thomas G. Mullins

- The minimur of reflection on our behaviour will
indicate the omnipresence of narrative patterns in our
experlence. We take these patterns for granted, they are
-something we have always lived with and familiarity, if
not breeding contempt in this case, certainly fosters
indifference and unawareness.  Story-making seems to be an
indigenous activity of the human person as reflexive and
essential an activity as breathiny. People'’s conversation
generally consists of narrative accounts of the latest
happenings in their own lives or juicily appreciative
stories of the misdemeanours of others: the universality
of gossip while suggesting much about 'original sin' also
demonstrates our fascination in story-making. The major
part of aot alone our wiking lives but also our sleeping
lives ks pervaded by stories,

We dream in narrative, remember, anticipate,
despair, belicve, doubt, plan, revise,
criticise, construct, gossip, learn, hate
and make love by narrative. 1n order really
tu live we make up storvies about purselves

and others, about the personal as well as
the social past and future., 1

>

Sapes story is so universal and pervasive in human
Iife should we not ask the question why is this 50?7 Why
does the story-form rather than any other form dominate

QUI CONECIOUSNUSS?

It would seem the first reason for its presence is
that we are creatures of time. We live in a continuum of
moment s, 1n g series of successive 'nows'; as 500n as we
ale aware of any given ‘now’ it has become a part of the

past. We are helpless victims of temporality; our birth
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{8 random and almost certainly our death will be random
as well., Trapped in this linear dimension we feel the
need to place order, to impose a pattern on this endless
flow. We need a rhythm, a shape, which is both in time,
i.e., it acknowledges time, and also is outside of it,
Without this sense of shape, our individual security, our
awareness of persopal significance is undermined, we
become sc much flotsam on the stream of time. Through
narrative, through story, which is both of time and not
of time, we rescue and preserve, we literally construct a
meaning. Samuel Beckett shows repeatedly inhis plays the
fate of those who fail to make a story - they axe
perpetually 'waiting for Godot': the tragedy of Viadimirx
and Estragon is that they have no story. In telling
stories we stand out against the unknown and the darkness
of death, we strive for an immortality no mattexr how
facile or fleeting it might really be.

In William Morxis' The Earthly Paradise a group of
of old men from the Classical and Norxrthern traditions

gather and tell the ancient tales they have known since
their youth. 1t seems a pointless exercise, the ptodﬁct
of sepility and disillusionment, but they are not just
wasting time till death inevitably comes, they are
fighting a battle against death, continuing their life-~
long quest for meaning in the heroic mode of the tales
they tell.

ne Jhinks of the great figure of romance,

Scheherezade, telling hex thousand and

one tales so that the suspense of each

tale may keep her alive for ocne more

night... ‘'Once upon a time', the formula

invokes out of a world where nothing

remains, something older than history,

younger than the present moment, always

willing and able to descend once more. 2

Our awarcness of self larxgely consists of our memory

of past events, of circumstances which occasioned personal

responses.  Products of a personal history, we come to
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know ourselves by telling our story over and over again.
iThis is fine i{f we keep telling it to ourselves, it may
not be so pleasant if we insist on telling our story over
and over again to othersi) We cope with all the exper-
iences which fundamentally signify for s by replaying
them in story form.

We turn our p:én into narrative so we

can bear it, turn our ecstacy into

narrative we can can prolong it., 3
We are carried along by our biographies. Whether this is
ultimately the bestyway to live 1s a matter of conjecture
but as a fact of human existence it is undeniable. There
is a Polish play in which each actor carries a limp
puppet. An actress starts dancing to a grotesque little
waltz and the puppets begin to move. Soon it is they who
seem to %0 carrying the actors. So for good or i11, or
just tiom sheer necessity, our biography keeps us operat-~
fonal althousgh it may in tne process simplify our human
reality,

In striving to live with ourselves, we need to pro-
ject our inner world, the world of the personal psyche;
we must externalise the inner cast of characters whose
neverending interplay constitutes our most intimate and
siqnificant experience. This externalization helps us to
share with others the nature of internal experience with
abvious' cultural implications: furthermore ‘this extern-
alization achieves the containment of terror and impulpe
by the decorum of art and symholism'.4 In this case the
art of the story, the decorum of the narrative form, can
achieve the desired therapeutic end. 1If we fail to
externalize the demons where they can be enmeshed in
desthetie expervicnee then the last rosort is to freeze
and bLlock. Such an attitude will have an increasingly
detrimental effect on our mental and emotional cohercnce.

Narrative patrerns cxemplified for Kant the 'rapsodic
heginning of thought' in man.5 Narrative then appears to
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be the most fundamental stance which human consciousness
adopts to experfences 1t is the primordial mode of

ordering experience which the human mind possesses.

Because it is so it should not be alibly identified with

the naive or simplistic. No doubt it can be both of

these, but because it emerges from the deepest recesses

of vur consciousness narrative has the potential to
encompass experiences more fully than other mental

stances which tend to categorise or analyse and consequently
amasculate the reality of the experience.

The experience of story then observed from various
perspectives 1s secen as revelatory; it points to meaning,
it humanises inner words, it preserves us as individuals.
Stories as Martin Buber relates help to heal us; they are
{n themselves events which move us powerfully. Buber tells
us about an old man who was taught by the great Hasidic
Rabbi, Baal Shem Tov. The old man was paralyzed but as
he began to tell the story about Baal Shem Tov's practice
of praying and dancing at the sawe time, the old man stood
up and began to jump and dance himself to show how the
master had done it. From that moment he was healed of his

paralysis.ﬁ

Traditionally, cducation recognized the value of
storiers in all cultures of the past stories preserved
the values that were respected by the prople. Individuvals
wore initiated into ap inheritance of human behaviour,
they received a sense of identity and security from these
stories, they felt they belonged.

Today there are grievious problems in this area of
cultural inheritance. Bastcally tuere is little respect
for the wisdom of the past and furthermore story is
dastrusted as a serious mode of communication. Story is
fur children or just for entertainment; it is identified
with escapism and illusion. Many parents console their
child whe has been emotionally moved by a story with such
wards as 'lt's only a story'. 1t is there the rot sets ini
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The tradition of parents reading and telling stories
is fast on the wane, {f it is not completely gone in most
families. If both parents are working there is little
time for story-telling. The culture substitute for the
wisdom and warmth of the traditional story-telling
experience is the television programme. The only cultural
community of any real extent existing today is that
defined by the television. (For many it has its 'sabbath
hours'; these times are encountered with the silent
fervour one normally associates with church-experiences.)
The Medusa of the drawing-room establishes a communal
experience of narratives on a very superficial level.
People's thirst for stories is slaked a while by the
delights of pDallas and Dynasty. But these are by no means

sustaining storfes: they are in truth alienating stories,
stories which threaten our social and individual coherence
for they impose no pattern on life, no satisying rhythm.

Rider Hagaard said that a series of adventures was
easy onuugh to write but a real story had to have a ‘heartt,
that i1s a fucus, a centre implying a total shape with a
beginning and an end. The staple imaginative diet of many
people today is these stories without 'heart'. Such stories
Northrop Prye comments,
do not end: they stop and very fregquently
they canbe easily started again. They are
designed to provide a kind of idealized
shadow of the continuum of our lives, an
endless dream world in which we keep losing
curselves. 7

These kinds of stories are not just a modern phenomenon.

They have a long tradition, the Medieval chivalrictales

and Pope’s reference in The Rape of the Lock to 'vast

French Romances' testify to this, In the past however
these extravaganzas were not the only stories prevailing
in the cultural experfence of the audience whereas today
they tend to displace all others.
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Education must supplant this diet of souffle-reality
with some steaks, good and raret To counteract the
‘alienating stories' students should be introduced to
stories which integrate, stories which have a resonant
beating 'heart’. There is a school of thought to which
I would subscribe that literature should play this role
in education but literature of any real value temis to be
for the minority: we need stories that will reach ocut to

1, stories which are stark and bare inoutline and
relatively free from social and cultural trappings. We
need in a phrase 'first shapes'’, which is Susanne Langer's
definition for the art of mythical narrative.

‘A teacher in a school in the east of London reports
that when she read myths and fairytales to the leather-~
jacketed boys of fifteen they listened with absclutely
rapt attention.'9 They listened because they found in
these ancient tales information about the persons, actions
.and events which constitute our interior world and it is
through these symbolic embodiments we learn to know
ourselves. A5 Kathleen Raine comments in her essay
'Defending Ancient Springs': v

The hunger of children for that world is
natural: for it is before we set out it
is necessary tc learn in advance the map
uf the interfor country through which we
are about to travel; of the situation
we shall encounter in our re-enactment
of the human experience of birth, love
and death. 10

To mention the word 'myth' today is a risk: one is
immediately drawn into a miasma of interpretation which
leaves one in acute intellectual confusion. Levi-Strauss
and his minions SBce myth as a kind of skeleton-key which
opens the door to a uuiversal in-built logic of a non-
rational kind present in all humanity: myth reveals the
structure, the basic blueprint of thought present in all
cultures. This view of myth tends to enforce interpret-
ations, the specific manifestation {8 hot particularly
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relevant, once the mythic formula ts recognised the inter-
pretation is tnevitable.

At the bpposite end of the spectrum comes the
universally popular view which identifies myth with false-
howd, with fabricated stories of an unusually extravagant
or fanciful nature. *That's a pure myth' is the charact-
eristic dismissive phrase of the man-in-the~street for an
opinion he little respects. This severely reductionist
vier of myth identifies it with some distilled form of
lying, it reselutely opposes myth to that which is
demonstrably true and real.

Hetwoeen these polar opposites comes an infinity in
shades of opimion and definition. Myth is very much the
fashionable word with many social discipiines, Anthropol -
vgists, soctal scientists and psychologists all see man
surrounded by mythic structures which shape behaviour and
yovern respoepses in a fundamental way.

Rubaert Frost was fond of saying that in the thick
woords 1t was important te make s clearing for oneself!
Theretore to make o clearing: myth is the expression of a
particular modie of consciouspess, a particular way of
seeans the world, of placing a meaningtul construct on
teality,  This mode of consclousness expresses itself in
the form of symbtls, purtic symbols generally, interacting
in o narrative foam,  This symbolic narrative is not
concerned with delining or analysing but rather with
delincating experiences and revealing mysterioes.

The kind of wyths under consideration here are nut to
be thoaght of s providing social definition or outlining
puletscal stances; they are te be thought of in meta-

physieat ant pnycehological contests.

Prae Voegelss shows how Plato distinguishes between
bragw . de myths and true myths. In the Politesa having

introd 4 the three types of the wise, the courageous and
the desiyous that form the three classes of his society
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Platou inserts the mythical story that the three human

types are due to the gods inserting either gold, silver
or iron into their varied souls. This i a pragmatic
myth used by Plato to keep the lower classes quiet. {1t
is the kind of myth that is still used extensively in
political 1ife and the kind of myth that parents use to
guell recalcitrant children late at night.} On the other
hand in the Nomoi the pragmatic myth is superseded by
the true myth where Plato ascribes how the dods hold and
gulde men like puppets, ruling all men in the same
fashion. This true myth, Voegelin assexts, finitizes the
transcendent. The different quality of the two myths is
felt in that the first myth of the ‘metals in the soul’
is well-nigh emotionally indifferent while the myth of
the puppets evokes the awe of the ruminous., the wonder of

the mysteries with which we 11ve.1‘

Myth helps us to cope with the inexplicable and the
mysterious. Heidegger gives an illuminating perspective
on this awareness of the mystery. In his terminology aXT
reality is cohstructed of Being~beings: beings are all
those persons and objects subject to practical and theor-
etical approaches., Being is the 'to-be' of what 1is, the
powey which makes beings possible. Being can 'never be
expressed except in terms of beings and beings only exist
because of Beinq‘.’z Nystery arises in those encounters
with beings in which being is also contemplated. Such
experiences are similar to those described by Wordsworth
as 'Sputs of Time' in The Prelude: for example 'The
Stolen Boat' episode.

Une summer evening {led by her) 1 touna

A little boat tied to a willow tree

Within a rocky cove, its usual home.

straight I unloosed her chain, and steppind ip
Pushed from the shore. It was an act of stealth
And troubled pleasure, nor without the voice

of mountain achoes did my boat move ong

Leaving behind her still, on wither side,
small circles glittering idly in the meon,
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Until they melted all into one track

Of sparkling light. But now, line one who rows,
Proud of skill, to reach a chosen point

With an unswarving line, I fixed my view

Upon the summit of a cragay ridge,

The horizon’s utmost bounaary; far above

Was nothing but the stars and the gray sky.

She was an elfin pinnace; lustily

I dipped my oars into the silent lake,

And, as I rose upon the stroke, my boat

Went heaving through the water like a awan;
When, from behind that craggy steep till then
The horizon's bound, a hugh peak, black and huge,
As if with voluntary power instinct

Upreared its head. I struck and struck again,
And growing still in stature the grim shape
Towered between me and the stars, and still,
For so 1t seemed, with purpose of its own

And measured motion like a living thing,

Strode after me. With trembling cars I turned,
And through the silent water stole my way

Back o the covert of the willow tree;

There in her mooring-~place I left my bark, -
And through the meadows homeward went, in grave
And serious mood: but after I had seen

That =uectacle, for many days, my brain

Worked with a dim and undetermined sense

0f unknown modes of being; o'er my thoughts
Thexe hung a darkness, call it solitude

Or blank desertion. No familiar alapes
Remained, no pleasant images of trees,

Of sea or sky, no colors of green fields;

But huge and mighty forms, that do not live
Like living men, moved slowly through the mind
By day, and were a trouble to my dreams. 13

But to be more concrete about the mysterious side of
Life: the countingency of human existence forces inevitable
and inescapabile questions. Human life, says Kasantasakis
15 *The Juminous interval between two darknesses'. Any
thought abeut this leaas te the fundamental ontological
problems.  Why?  wWhy me' Why 18 there anything at all?

Ancther dimension of mystery, one we can rarely
vstape, 15 the mystery of self, The infinite variety of
t he psychs&'and emotional world of the person, the quest
for the elustve *sesf', for the ultimate *I1' hidden in
the moral ambiguity of most of human actions is a
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cont inuing challenge which is simplified or ignored at a
great cost to the individual. Our inner world as Ted
Hughes remarks 'is a region of events ahout which we know
very little'.:f

Mythtcal narratives focus repeatedly on these areas
of mystery. They present patterns to the human mind
which transform the stark structures of existence into an
{nhabitable world. Myth crrates a world which structures
consciousness, encourages attitude and suviests behaviour
but never in a specific way. Myths provide blueprints
and ground plans; they do not of fer personal creeds or
moral codes. Thus Oisin and Gilgamesh in their respective
stories deal with the immortal longings conflicting with
the imperative of mortality present in all lives: Thescus
and the Minotaur, Odysseus and Clrce help us to confront
the powerful realaty of the instinctive life: Job and
Medusa 1n their very different ways issue warnings about
encountering the horrors of life.

These ancient tales resopate in our minds in a manher
in which Dallas and Dynasty never will., Myths give us
thoughts beyond the reaches of our souls: asking in
potent symbolic form the existential riddles. Myths
teach us to ask the important questions. who was Arladne

and which song did Sirens sing?

1f myths deal with such matters central to human life
how then bave they become identified with extravagant
f4br ications having littie relevance to d Sane way of
iife? There are manifold historical reasons for the
dentarat ion of mythical thought. For much of human
history mythical thinking was used to give explanatlons of
cverything; the areas of science and history were embedded
in a4 complex series of mythical narratives. With the
development of these disciplines of thought inevaitable it
was felt that myth was primitive and simplistic., For
example the scientific and histarical assertions of the

50 .



Biblical myth of creatinon have obviously been superseded.
This should not twe scen a8 a debunking procedure but as

a4 iiberation which shows the significance of the mythical
story is not to be equated with its scientsfic and
historical accuracy. As Paul Ricoeur asserts it is only
when myths are freed trom their burden of being history
and science will their power to illuminate the bond
between person and Belng be recovered.16 Science and
history have not outdated myth but have helped to defaine
1ts particular role in human consciousness. As John Shea
comments, 'Science, while claiming its own territory, has

alsu demarcated the terxain of myth'.17

An objection to the traditional myths that merits
consideration is that they are imaginatively alien to our
world; that their symbols, although ance potent with
meaninyg for 9 particular culture have now lost their
imuginat ive vitality and can no longer inform they modern
sensibiilaity with thelr revelations of wonder. This
viewpoint fails to understand that the power of myth
resides laryely in pocetic symbolisms and narrative
structures whach are not conditjoned or limited by time
and space but transend them in the concrete immediacy of
the michetypal experience offered,

As Ted Hughes asserts,

It does not matter bow old these stories
Wre¢'.  Stories are old the same way as
human hioclogy 1s old. No matter how much
they have produced in the past in the way
of fruitful inspiration they are never
exhausted, The storien of Christ and
Carhulainn are drreducible lumps of the
world., 17

U to now the attitude to myth as v atent in education
Las been less than encouraging.  The roele of mythical
narriatives and thoelr fellow~travellers, romences, is
largely confaned to the primary school. Unfortunately,
vviers Lheee they tend to become functiconalised for short-
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torm linguistic attainments and rarely are they used in

a coherent imaginative manner which would confirm the
child in the value and power of his inner imaginative
worid which now has a validity which it will raxely have
aqgain in his life-time. When the child leaves the primary
school the mythical is left behind with the toys of
childhood.

This dearth of mythical narratives in our educational
programmes prompted Seamas Heaney some time ago to advorate
that every student in third level education should be given
an extra year to reencounter the mythological-cycles of
Westorn Cultuze. A romantic notion no doubt in these t;mc
but also a cri de coeur from a poet whoge sense of the
mythical s most sophisticated. ‘

Recoming mature in our culture is in Ssome {nane way
identifred with an excess of rationality and common sense.
We orientate purselves completely to the outer world and
consgoguent 1y neglect ox ighore the demands of our inner
worig, Scientific objcetivity is recogqnised as the ideal
stance today {(in itpelf a falsehood as suqgested by
gquantum physica). Neverthweless this is an incredibly
potent ideal and in many wavs most wonderful; 4t has
credted the medern world and without 4t the medern world
cauld nut be sustalned. But the sclentific ideal as
Ted Hughes remarks,

18 a disaster, thot is heading straight
towards infinite misery, because it has
persuaded human beings to identify with
what is no more than a narrow mode of
perception.  And the more Yigorously the
nleal is applied, the more likely it is
to be disastrous. A bright intelligent
eyefull of exact images, set in a head
of the most frightful stupidity, 18

Within all ot us there is a mythic space, an arca of
conscsousness enderic o the human person which imperat-

sveely calls for patterns to satisfy {ts need for order and
-‘ L}
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nxgnific;nce in an inexplicable univeree. P.L. Travers
{asthor of Mary Poppina) gives an instructive analogy:
she says we live in myth as an egg-yolk in its albumen.
Our modern world seems intent on stripping away this
life~nourishing, life-protecting albumen and leaving us
bereft and vulnerable.

Theis .o manifold signs in the late twentieth
century t...* -he inadequacy of our cultural condition is
being sharply felt. The widespread interest in foirms of
maditation, the excesses of the drug-culture, the
ceapeless thirst for escapism and sensationalism, are all
diverse attempts to £ill the inner space or to drown out
its insistent call. In the area of popular entertainment
the success of a film like E.T, with it potently Christian
my*hs might suggest the same search for a revitalised
symbolism. The popularity of fantasy literature in its

,ﬂmnifold rorms indicates at least a trend for experiences

not limited by proved fact but which reach out into areas
of wonder and mystery. Tnephenomenon of Tolkiwn's Lord
of the Rings is apropos; it became a cult book for many
years, there were hobbity inscribed in the most bizarxe
places!

Is it not ironic that the giants, heroes, goblins *
and monsters which muat of us left behind with our child-
hood are now returning to help a benighted world to
comprehend o little better what it involwes to be fully
human?

To conclude a story about the power of a story:

when the yreat Rabbi Israel Baal Shem-Tov

saw misfortune threatening the Jews it was

his custom tp go into & certain part of

the forest to meditate. Theze he would o
light a fire, say a special praver, and

the miracle would be accoumplished and the

misfortune averted.

Later, when his disciple, the celebrated
Magid of Mezeritch, had occasion, fur the
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same Yeason, to intercede with heaven, he
would go to the same place in the forest
and say: 'Master of the Universe, listen!
I do not know how to light the fire,but
I am still able to say the prayer.' And
again the miracle would be accomplished.

Later still, Rabbi Moshe-leib of Sassov,

in order so save his people once more,

wonld go into the forest and say: 'I do

not know how to light the fire, I do not
know the prayer, but I know the place and .
this must be sufficient.' It was sufficient
and the miracle was accomplished.

Then it fell to Rabbi Israel of Rizhin to
overcome pisfortune. Sitting in his
armchair, his head in his hands, he spoke
to God: 'I cannot even find the place in
the forest. All I can do is to tell the
story, and this must be sufficient.' And
it was sufficient., 19
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Irisk Fducational Studies, Vol, 3%, No.1, 1883.

THE BUOYANCY OF CURRICULUM RESEARCH: OR GOING TO
SEA IN A SIEVE

Professor David Jenkins

Introduction

In the nonsense poemns of Fdward Lear the junblies-
land may be noted for its would~-be mariners, who were
bold enough to venture to sea in a sieve. One can only
speculate concerning the duration of such voyages. Yet
tae image is perhaps a nicely cautionary one for the
curriculum researcher. Are the traditional sieves of
educational research, with their capacity for classific-
ation aéd fine~grain sorting, sufficiently seaworthy for
the choppy reaches of curriculum activity? Or is the bath
likely to go down with the wsater~baby? There are a number
of issues concerning the application of rescarch
techniques to curriculum problems that stand in desperate
need of clavification {f we are to keep intellectually
afloat. Yet opinions remain divided. Not only is one
man's bandwaggon another man's hearse, but what is flotsam
to one might ecasily be perceived a. jetsam by the other.

Curxiculum resear... might easily be imagined as an
tron rim that might he fitted out in a number of ways.
Whether one adds a mesh or a copper bottom s perhaps
matter of judqvm-nt.' Either way curriculum research s
the appllication of any rescarch technigue to problems of
anderstanding possd by rurricalum proposals, activities
O CORSequences. It is necessary to centralise the
contraibut ton of rescarch to understanding because curric-
dlun s g practical rather than g theeretic art, typically
councered with detensible judgements rat her ;han

wartantalb:le conclusinns,  Most establashed tradistions of
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oducational research lend themselves to curriculum
problems, and both quantitative and qualitative methods
offer strong contributions. Some of the traditional
quantitative methods involve an attitude towaxds data
analogous to riddling with the sieve, while gualitative
research more frequently ; 'minds one of the dredging
bucket. Indeed one of the earliest netaphorical
references to the sieve, in 1477, was to the colourfully
impossible ('as he that fetcheth water in a sieve'),
Sieves allow us to classify, not to collect.

Certainly. to get away from our introductory
metaphor, there are daunting problems in attempting to
chart or map what is covered by the term 'curriculum
regsearch'. It is5 clear from the most superficial reading
in the field that there is no firm agreement on the
precise usage of either term, and in consequence
definitions tend etitherito be Stigﬁlative {(attempts by
various writers to legislate for the field) or else
programmatic (carrying impligit recommendations for
action.) Historically some of the stipulative definitions
canvassed for the term curriculum have been overly and
overtly narrow. For example, a rescarcher conceptualising
curriculum as a statement about changes in behavioﬁr that
a vourse of study intends to bring about is arquably
already predisposced towards a particular research focus
{student achicevemnt under described conditions) and a
particular methodology {(comparative studies on a behav-
1ourist base), Similarly an ideclogical commitment ¢o
Praxis might wvasily dispuse a researcher influenced by
the Frankfurt school (Habermas, 1972) to view curricalum,
not only as g leyatimate object of cultural inquiry but
also as a potential arena for reconstructionist inter-
vention., Thus the chotce of a theory or a research
perspective might be considered directly analogous to
the adoption of a pulitical stance. Going to sea in a
sieve nught to be treated not as personal eccentricity,
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but as an overtly political act. Egually there are
methodological consegquences of particular orientations;
the cultural analysis of a curriculum, by viewing it as
socially embedded, reverberates with the concerns of
naturalistic research (i.e. close~up s*udies in natural
settings) and might easily see case stuly as its
appropriate product. Similarly if an intervention is
'reconstructionist’ (viewing teachers as cultural change
agents and perceiving curriculum at the growing edge of
cultural adaptivity to changing social conditions) a
curriculum initiative might also be a systematic quest
for a certain kind of understanding, and therefore, prima
facie, research. This line of argument is use& to lend
legitimacy to the concept of curriculum action-research.

Historical background

Some comment is required on the relatively recent
emergence of curriculum research. The corventional
historical truism is no doubt correct, that the revival
of curriculum theorising, and of systematic enquiry into
curriculum matters, resulted from the impetus given to
these activities by the 'curriculum reform movement'
particularly ia North Rmerica, Australasia and Western
Burcope, The movement itself has been characteristed by
a number of doninant themes, each of which has posed
problems of conceptual understanding and of what s to
count as justified practice, as well as suggesting
pnssible research adendas. These themes have included
attempts to update the knowledge component in teaching,
to reappraise the 'knowledge maps' against which organ-
i1sing categories of the curriculum might be selected, and
to understand the processes of planned change by which

innovations might be encouraded to take root in schools.
Not unexpectedly, there has been some interpenetration

between the emerging research agendas and what has been
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going on mare broadly in the field. The gereral tension
in curriculum theory between positivistic and naturalistic
paradigms is echoed in curriculum research by the tensions
between a truth-orientated empiricism and a judgement -~
ortentated ethnography. Again not unexpéctedly, the
selection of research methodologies has tended to vary
situationally via a pleasing attentiveness to the needs of
particular topics,

Topics and Methods

Although no particular formulation can be pressed
into service as defining the agreed 'topics of curriculum
research' it might be useful to offer in the interests of
conveniennt analysis the following clusters: quasi-
fundamental research; policy-related descriptive data; the
analysis of curriculum proposals; studies in curriculum
design, implementation or action research; and finally
curriculum evaluaticn, whether descriptive or judgemental.
The scupe and methodologies of curriculum research will be
viewed within these topic areas, although some of the
componilities will be discussed later as possible trends.

Although centrsl to o -viculum research must be
investigiation taking curriculum as its object of study,
interesting marginal cases can be cited. All curricula
dare premissed on expliclit or implicit models, notably of
learning, knowledge domains, and appropriate pedagogies,
The quastion 1s this: at what point might any number of
studies carryang ‘implications' for designing, analysing,
Or evaluating curricula be treated as quasi~fundamental
research in the curriculum domain? I+ 15 probably wise
to he undoymatic, and treat the boundaries as permeable,
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but some distinctions carry at least the force of common
sense., Ntrairght developmental psychology, Piagetian or
ocherwise, scarcely gqualiftes, although studies under-
taken fo: the purpose of generating curriculum models or
exanining their assumptions, might (e.g. Goldman's {1964)
developmental model for the teaching of religious studies).

Similarly, aluvhough general epistemology is only
tangentially related to curricuwlum research, there are
clear cases where attempts to chart knowledge domains have
been undertaken from a curriculum perspective. One might
site as marginal the willingness of Hirst {1970) to take
his 'forms of knowledge' argument to a consideration of
curriculum integration. Recently, too, the curriculum
problems posed by the inadeguacy of existing cunonical
t. ..1e for representing knowledge have been sharpened by
ruotputer-assisted and compurer~managed learning. CAL/CML
in some versions requires some representation of the
knuwledge component to be held 'in the machine'. The
journal Instructional Science has consistently addressed

some of the issues. Yet the boundaries remain. Axe the
ubiguitous taxconomies with their hierarchicsl classific-
ation of possible objectives. themselves non-empirical
curriculum research? Or the work of veople like Gaane
{1970) on learning hicerarchies? Or the attempt of Pask
{1172) to articulate an iconography of knowledge structures
in termps of relational nets?  One point at which investig-
ation 0f these matters clearly quglifies as curriculum
research is when they are studied empirically with regard
t¢ theip incatnation i1n particular educatijonal programmes.
Thus Walker (1%/8) 1n a plea for more empirical seseach
into curriculum, was able to pinpoint as underexplored
.hree areas whith f. , t be considered somewhere near the
boundary between instyuctiopal research and curriculum
reesearch: the relationship between gvnqéal yoals and the
specific olgectives that guide teaching; the educational
potential of different fields of study at var? level of
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instruction: and questions of subject patter sequencing,

Another traditiuﬁ of educational enquiry shading
across into curriculum research is the observational
study of classrooms. Classroom reseaxch is ranging and
eclectic, neither having a single overarching theory, nor
an agreed package of research techniques. Breadly there
have been two strands, category-based schemes looking to
quantified description with high inter-observer reliabil-
ity, almost literally ’sieving' the flux of classroon
1ife for recurrent categories; and ethnographic techniques
dredging down into the muddy depths of social action in
order to interpret events and disclose meanings. For some
writers educational ethnography is associated with a
willingness to treat curricula as legitimate ohjncts of
aesthetic analysis, most sharply within a 'literary-~
critical' style. Although there is a school of thought
that sces teachiny studies as "curriculum problems in
miniature® and "objective” gbjective classroom descriptions
a de_facto account of curriculum inplementation, the
balance of the judgement must be elsewhere. Attempts to
categorise and mirror classroom pehaviour (see Simon and
Boyer) are necessarily filtered through perceptions of
what is problematic, and histerically most cateqory~based
interaction studies have sought to establish a descriptive
rubric fox charting styles of teaching, particularly within
instractinng! medes, with half-an-eye to an eventual
contribution towards teacher effectiveness studies.,
Contrarywise ethuographic or microethnographic studies of
tlassarcoms will under the press ot certain kinds of
queston become indistinguishable from curriclum evaluation

or naturalistic curriculum rescarch,
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Policy~related curriculum research

The kind of curriculum research seen as legitimate
policy-related study varies .rom country to country in a
way reflecting the locus of authority in education systems
at large. Countries having centrally determined curricula
are more likely to collect data concerning performance
characteristics: what is eligible for teaching, give or
take the ability of teachers to add their personal sign-
atures to sducational programmes, is treated as known.
Under the press of economic hardship most advinced
industrial countries have espoused fashionable notions of
accountability and the related tendency to see schooling
as a delivery system. Thus education has attracted the
kind of hard-edged social scientific research that goes
in for the measurement of indicators. The indicators
themselves are constructs representing those facets of a

policy by which its implementation might be managed: they -

form a mesh that allows some of the finer particles of
loase material through, but inevitably some of the coarse-
grajined truths elude the net.

Other educational systems demonstirate a more
dispersed distribution of respogsxbslity. In such systems
policy processes move back and forth between levels of

orgyanisational hierarchies, between ceoncreteness and

abstractness, and between central and periph%ral locations.

In such settings policy-related curriculum research is
characterised by the needs of its particular audiences,
and the metatheoretical assumptions nf its sponsors and
practitioners. It might aspire to value-neutrality, a
mere information sexrvice to a ‘rational actor’;: it might
find itself so embedded bureaucratically that it politic-
1ses {tself as a contriﬁutinn to the resclution of
conflicting interests; or it might take an interactive
stance seeing itself as part of the onuaoing dialogue of
policy deliberation. But there is somg evaidence that the
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research community may be over~aggrandising its role. An
investigation hj Andrigna (1979) placed policy-ralated
studies, bottom of the list of fatbtors influencing
federal education legislators in America, well behind
*the strong views of respected and trusted friends®.

Where there is some on-site flexibility policy-
related curriculum resfearch might be employed to increase
the capacity for local adaptiveness. In his book Beyond
the Stable State, Donald Schon argued for °‘institutions
that learn'. But the kind of learning he had in mind is
one relying on the experiences, judgements, and tacit
knowledge of the local policy maker. Stake has argued
that Schon's notions best match with phenomenological
research {’when studies are largely done in terms of enic
contructs, those held by people affecting and affected by
the policy then those people cvan rely on their own valuat-
tons to adjudicate the contributions of the researchers').
Thus over recent years case studies of individual schools,
approached naturalistically, and often light on formal

generalisation, have been offered to policy makers as
authont ic curriculum research. Such research deoes not
perceive the policy maker as @ ‘rational actor’; neither
does 1t simply respond to an agenda of questions capable
of quantitied presentation. Rather it attempts to widen
the experimental base on which the 'reasonable quesses’
that snderline deliberative action might bhe *checked
ARINSt CXperience ',

A‘fuw countries, particularly the United Kingdom,
arv 5o lackinyg in central currtculum direction that some
confusicg surrnunds what the curriculum in aggregrate, or
in particular schools, actually entails. #asic resecarch
i reguired merely to establish base~line data concerning
what artually ts being taugh! and learned in schools., In
Britain the curriculum has become an arena for conflicting

verstims of where responsaibility sheuld lie, a conflict
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betwean broad views that might be characterised respect-
ively am prufessional ({stressing the judgement of
teachers) and bureaucratic (stressing top-down account~
ability). The Pepartment of Education and Science, and
th~ Local Education Authorities, are both conducting
in~house research into curriculum provision. The énds of
this activity are to acguire greater control. The Green
Paper of July 1977 talked of a 'need to investigate' what
part might be played by a ‘core or protected element’ in
any projected common curriculum., Two years iatengBS
Circular 14/77 required local authorities to detail their
arrabhgements for the school curriculum. Alongside this
the Schools Council has published a number of research
studies analysing mose focussed needs appearinag to
require a curriculum solution;: for example Chris Reiss'
The Education of Travelling Children in effect is ap

attenpt to draw educational implications for gypsies from
a sub~group life style analysis.

countries atteppting te institutionalise the
processes of curriculum reform have with various degrees

of conviction employed an R and D rhetoric for the activity.

The OECD {14974) assessed the current position of R and D
and its relation to edurational poulicy, with regard to its
Furopean member states {(following a comprehensive
analysis ot the United Sates, OECD 19715, Although the
general picture remaing confusing, the trend has been for
the curriculum reform movement to encourage decision-
orivotated, coremisxioned, policy-related research.  The
sequepce of pilot investigation, trials {n ‘experimental
schools' and execuntive dissemination was broadly followed
1n Sweden, Finland and Norway, followed by the United
Kingdom, the Netherlands and Yugoslavia. The ‘research’
element dedated principally to the establishment of
obsesved expetimental classrooms, which at best fostered
an assues-centred ethnography,  Nevertheless most

currienlam change was inspired by soc.al economic or
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political factors, and has bron research-monitored rather
than researchebased.

Curriculum Analysis

One important focus of curriculum research concerns
the analysis of existing curricula or of curriculum
proposals. The methods employed vary considexably, not
least due to the intrusion of an overtly politicsl agenda
in the kind of macro-analysis associated with & strong
neo-Marxist traditioen. Although Reid (1982) sees little
possibility of dialogue between the *‘deliberative
theorists' and the ’system-~opposing a-priorists’, there
is no doubt an authe;tic 'research' orientation in the
best of the Marxist's writings, by which I mean that there
is p serious interest in explicating the mechanisms they
describe and cven chastening some middle~level theory,
vven 3f the larger insights are held dogmatically.
Althouqgh the canonical text is PRowles and CGintis {1976)
most of the interesting research concerns explicating the
processes at work sn schools, particularly the ‘symbolic
violence' perpetrated by the so-called 'hidden curriculum?
{sve Hargreaves 14977), Micro-ethnography grounding a
macro-perspective 18 notoricusly hard to achieve in
curriculum or classroom research, which is why the fow
quod examples are oxtravagently lauded, especially by
their political triends, most notably Willis' (1977)
Learning to Labour, But overall the saga demonstrates the
dependence of research on general orientation, in this
case the view that curriculum in capitalist societies is
a bourgeois artifact reproducing from generation to
gqeneratinn the nyths of supremacy of the dominant clauses.
The trick 15 to turn '"ipequalities of power' into

finequal st ies of culture'.

Alonnside the . peo~Marxist analysis of the hidden
curriciium has lain another resecarch tradition, 15 roots
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in the work of symbolic interactionists like Goffman
{1961). This strand in curriculum research treats the
hidden curriculum as the amalgam of adaptive learnings by
individual pupils learning to survive culturally in a
hostile milieu. It contrasts the hidden curriculum with
the espoused curriculum, seeing the world of schools, as
of kids, having 'real' as well as ‘pretend' elements,
Resegarchers in this tradition inclwie hard-edged ethno-
graphers like Henry {1955) and romantic radicals like
Holt {1964).

Another facet of analytical curriculum research
deals with logical or empirical studies of curriculum
proposals. Fraser (1977) has reviewad a number of styles
of enguiry addressing fundamentﬁ§§?rublems of the
intrinsic worth of curriculum goals. He sees a place for
empirical analysis in determining whether a programme
might responsibly claim validation by expert opini. n.
Thus the Australian Science Fducation Project had (it
stated goals checked against a literature survey. As

with consistency studies of curriculum plans, there is
some suspicion of a cop-out, as the rescarcher avoids
having his own values flushed into the open. Anderson
{1480), although not going all the way towards the
methodologies of textual analysis seeks to arm the reader
with a basis for appraising written proposals in the
curriculum domain. Although his hiyhly~literate armchair
scepticism dismayed some sons of the curriculum soil, his
critique of the claims of several examined curriculum
proposals to be 'research-based! is undeniably shargp.
Curriculum research, in the sense of a claimed research
yustification for action, is more suspect than we

realised.
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Curriculum design, implementation and action reseatch

Matteds of curricuium design or development most
clearly prdss research agendas towards a practitieners’
perspective. 0cca§ionally this appears to embrace no
more than the view that accumulated well-described 'tips'®
migfit build unsteadily towards a compendium of good
practice, perhaps on the analogy of modxcxne. More
v frequently the research task is concorVLd explicitly

within some overarching me as when models of, =say,

) 'rational planning’ or ‘del ition' are used heuristic-
ally to generate models for curriculum design, s0 that
the fit between the prescriptiy model and actual planning
becomes a research isspe. Exam, les of this kind of
research into planning processes inclpdé Taylor's (1970)
How Teacilers Plan their Courses and Walker's (1975)

caccount. of the particular incaniation.of 'deliberative

theory' employed by Eisner and hi  cclleayues in the
© Kettdring Project.

Althruagh thexe is no comprlling reason to disayrce
with Walker (1978) that curriculum dﬁvplogment and
ordinary teaching are not in typical aifbumstunces forms

v of résearch, it is not unusual for large scale curriculum
projects tu represent the 'developments’ they recommend |
as having-a ‘recearch! base, although there 18 no logical
requirement that the R of the R, D dhd D {(Research
Development and Diffusion) model should itself be

. -
curriculum research.

v

For example Robinsaon (1982) describes the use in
the Rowntrew SChools Cultural Studies Project of padagoqips

doerived from Raths and Rohlberg in a curriculum experiment
blunting the cdge of sectarianism in Northern Ireland’s
secondary schools., In general the vurriculum reform
+ movement has perhaps dbeen foo prone to claim a quasi-
sciencific research legitimacy for its activity, either
¢ generatavely or per se {e.qg. both Goldsmiths' CoRlege iq

*
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. london and Educational Services Incoxporated in the

United States set up in the 60's what they chose to call
- *
curriculum og educational 'laboratories'.)

Although theories of planned change are pregty untidy
and ill~-ordered, research inte planned curriculum change
has tendeg to fall under tribute to are of the two
dominant paradigms {and supportive ideologies) available,
System~building or managerial apyproaches, oftén premissed
on mechanistic models, have tended to imply that stable
underlyxng'regulgraties are‘waiting to be eﬂbumed. This
lies behiﬁd the technigques of regression analysis used by
Tisher-and Power {1978) to chart the effect of learned
environment on an Australian curriculum innovation. At
its quaintest such positivist preconceptions led Tebbutt
and Atherton {(1979), possibly Séquiled by the metaphorical
roverberation of the term 'catalyst', to propose a
‘reaction kinet! ics' model for the growth of curriculum
projects, based on the behaviour of cathlystic molecules
i1 chemistry, The fineness of the metaphorical mesh is
no handicap to those willing to discover the universe in
a grain cf sand. More humane and cultural apsroaches were
epistomised earlyjpby Benne and Munfyan's Human Relations
in Curriculum Change {1951). Perﬁaps occupying a maddle

position we have the nt%empts by people like Halpin (1967)
to operationalise 'organisational health’. Nevertheless
there is a great need for the kind of empirical study of -
curriculum change that sensitively charts determinartsg

g Jwithin a cultural context. Work pointing t?:djﬁy forward
in mainland westorn Europe has come from Kallos and
Lundgren (1976), the work of IMTEC, and in Amer caethe
four y$§; study by the Rand Corporation for the United

States office of Education.

Studies of curriculum implumentation haVe tended to
cluster according to the perspectives brouaght to bear, say
{ron management theory, the sociology of inpuvation, or

-
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evan a Tavistock-based social psychology, as emplpyed by
Richnrdson {1975 at Nailsea. Increasingly, iﬁplcmgntation
studies have been casa studiea of indivjdual schools, with
a quite recent trend towards ethnographic research in
multi-site scttings, with some interest in cross—sitb
qengralisations {sde Stake and Easley 1978) . et\tlmeé
'research in these conditions appears*less like traditional’
ethnography and ‘more what Miles {1978) called ‘the ¢
bareaucratisation of fielduork' Alongside this trend can
be found survey-bhased *impact and take up' studies, and
more broadly-based policy s;udips, like the account by
Owen({1969) of curriculum alnnovation in the U,.S.S.R.

-~ :

Finally a more-than-fashionable lively interest has
developed recently in action research. Ccmmonsenslcally’.
this involves &he style of participant observation in
which ‘a natural participant engages in Belf-monitoring
observation in order to learn fron.the experience.

Clearly it requires a curious, exploratory‘’and even
speoylative cast of mind towards one's own performance.

It may or may npt involve 'outside' ag well as 'inside!’
perspectives (as when a uni‘q&yiiy szhnrcher works with
a teacver). But it 15 *he teacher who is the 'curriculum
researcher!’, usually going beyond intelligent descr&ptxon
to some considerable analysis of scurriculum propcsitions
being tested in context. In\Qne version these proposit-
ions are seen as 'pedagogical Pypﬂtheaes'. The work of
the Ford Teachiny Project (Adelman &hd Elliott, 19%5) has
‘done muth to establish the researxrch style, although, there
Qould be some disagreement with Elliott’s.view that the
outsider should be valued less for this truth~telling —
than his ability to foster sclf reflection in particdpants.

N

Curriculum Evaluation N

The activity of eurriculum evaluation ha¥ both/
reflected and contributed towards the contemporary debates




~
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surrounding research nethédnlgqy in sducation. Some
writgrs have been ténpte? to distinguish evaluation from
research, £r examplae by citing its incapacity to
denerate its own research anblema due to a functional
‘iespopsiveness’ in the problems posed by othera, be they
sponsérs, curriculum devaloﬁ&rs Or users groups. But given
that currxiculum necessitates 'Practxtioﬁé:s knowledge' and
‘deliberative theory' this just {sn't good enough. A more,
interactive view of the relationship between curriculum
evaluation and educational research would stress the
emergeﬁce of common trerds, research paradigms, and
methodological practices. I proposg to,take the 1ssues
historically. . . : .

-

Curriculum evaluation, argggbly, is a logical
requirement of responsible curr.culum development,
Stenhouse {(1981) has suggested that the curriculum reform
movement represented a radistribution of financial
resources in education ang that early attempts to generate
‘research’ ﬁhradfgmsrzBr evaluation can be read as attempts
by the research establishment to corner some of the money.
This evaluation methodology was first postulated as
essentially isomorphic with nomothetic research methédology

© in education. Lurriculum development became a 'trgatment’

sufficiently 'frozen' for its effects to be monitored in
the manner of crop-yield studies in agriculturxdl bptany.
Those e¥febts, to meet the rejuirements.of the meihodoloqy,
nceded to be measurable, znd a psychometric approach to
desived knawleﬂg;, skills and ‘attitudes resulted. But:soon
vhe poverty of 1terat£ve-ur\cumparative studies becpme '
clear and the technigues swung behind before-and-after-
designs. At best such evaluation studies established’ what,
had been learned in particular gducational programmes, and
in areas of the curriculum charxacterised by describable
skills or well-analysed tasks the approach has much to
reommend ft.
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The difficulties, however, lay elsewhere. Corriculum
. . bl
development proved too volatile to bé treated in thes
ways, the technoloyy of,'varying the treatment' required

multiple iteratfon of a kind mismatching with the

available timé scales; the difference between alleged .

‘treatment’ and ‘control’ groups “tod frequently appeared
trivial; the basic assumption that the uxperimental
approacli would gencrate law-like gencralisations for the

slipporv domain of curricdlum practice proved unrealistic;

and. finally, a gettled reallsatxon emerged that the
truths at stake are peculiarly embedded. This led
Cronbach (1975) to afgues for educational research in
geaeral, as well as for curriculum evaluation; that we
should reverse, our priorities, not making~generalisdt10n'
A ruling considé}ation but appraising a proposition in a
Hetting and uhscr¢ing cffects in context.

- Honvtheless as hewy {1973) poin€ed out, it Iould be
reascnable to characterise; the current atate of curriculum
evaluation as burdened with an ovgr-proliferation af
theurttxeal medels and an over-dzchotomised stance on .
fescareh methodology. The dichotomies are variously "
posedg between psychometric and 'illuminative'; between
positivism and naturalism; " otween nomothetic and
idiographic. Only roce;ti, are the somewhat obvious *
advantages of triangulation via mixed methodology being

canvasted, A glance at Fraser's Anno“ated Ribliography of

EHiEAEE}Em Evaluation Literature {1982, reveals how widely
vast 35 the methodological net. On the one hand writers
}ike Berpstein et. al. "(1975) roncern themselves

primarily with 'hard! research issues like threats to
exteernal validity, and hope to disentangle 'confounded
treatment ef fects® wnd 'sitvarional cffects’'. On the
other hand the interest of writers like Stake (19?2); Cuba
{1478 and smith (1978) in naturalistic styles of enguiry
has taken the curriculum ethnographer towards interpret-

*ative stadics of curriculudfin~ac$ion based on puorticipant

b4
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ohservation. the collectio; of t;stimony anh judgements,
and quasi-htStortcal documgntation. Even so evaluation
studies will be closer to their 'sescarch’ roots when§
they emphasise systematically acquired understandings
rmther than simply relay a 'surrogate expertence ’
although evip oh this wing there are affinities with
phenoaenorbgical research and with Pinar's (1975) somewhat
ovér—selfconsciuus 'rébonceptualisnt&an of the curriculum
domain.- .

One final point is p;rhaps worth making, qivén the
recent ewmergence of 'reflective’ countexs to the dominant
model of bureaucratic accountability. < Selfs+study and
self-evaluation insdide curricula milieux have become guite
fashionable. This ties in quite neatly both with - .
curriculum action rcsearch and with Stenhouse's (1;;:?\
viow that cusrficulum practitiofers can be trained to take
a view of their’ own éndeavours sufficiently detached to
qualify them as’ 'currviculum researchers’.

- o~ ,

. 7

Rollpihot {-nbe) v

In spite of the wide range 6f methodological styles
enployed in curtriculum research the general tendency
recontly has been towards Jualitative, ethnographic or

interpretive studies, Law-establishing nomothetic studies |

{based on the model of natdrwissenschaften) have to gome
extent given way to hermeneutic or idiographic studies
{pased on the model of geiséeswissenschaftenl. As Walker
{1976) has pointed out, this is in part because the
complexitivs of curriculum do not readily gencrate *a rich
store of plausible and interesting hypotheses to test.'
The verification-and-proof research model as applied to
curriculum problems has also come under indirect att;ck
fram‘ﬁlaﬁs (1975) who deemed 'the laws of the social and
ﬁrhavioural sciences as of extremely limited generality!

~
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and Cronbach {(1975) whn depioted generalisatxcn as .
unstable and subject to ‘decay!.

» ~

. Attempts to understand the cuxriculuu through case
studies, as Shaw (1979) points oyt, hSVE varied® between .
*  Qescriptive studids ( story telling') analytical studies
(*the innowetfon obistacle race') and process studies
('probla@s. proposals, & juwments, clarifications'), Thé
worst of "the studies have been E!éppy. the best rigorous,
conbining righ earthy data with freedop from retrospect-
tve ﬁistortiad afd allowing serendipitous findings to
emerge. But-as Miles (1978) points out there are gome
tensiong\ between grounded theory.and a supportfze frame—
. work, between techniques-of data collection and writing-
wp. Naturalistic research is also very demanding, its
*validity depending on the amount of on~pite observatioh.

, As curriculum problems Are perceived as moral Tather

. % than,techfical Ehey Eggbtﬂﬁfthe two 'knowledge-constitutive
interes* ' ihat Habermas ca}lled *practical’ and
‘emane . catory’, and their ‘science’ is cansequentiy 3
'1nte4p*~*ativr-hprneneutic , Or aritical, arising from ~

i reflecticn. Because of the nature of the curriculum domain
itself tf¢ trend bas been, mueh more than .in educadional
research ip general, a flight from the technologisation of

. Yeason,.«

3

13 .

. Curriculum research, in short, is increasingly in
keaping with a wider observation made by Cronbach {1965).

Systematic inquiry can reasonably hope to
make two contributions. One reasonable o
aspiration is to assecss local events
accurately, to improve shert-run control. * .
The othexr reasconable aspiration is go
. develop explanatory concepts, concepts
that will help people to use their heads.
. . 4
We not only need to Use our heads, but also to keep them

r
above the water.

r
A
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EQUALITY AS A CURRICULUM AIM? | .
Ciaran Sugrue -~3
<
» ,__i e

Many will agree that it is something of an oddity to
see the word 'eguality'in print unaccompanied by
‘opportunity'. This ocqurs because conventional wisdom
has accepted that, as Lawton states “"the principle (sic)

* of equality of oppprtunity was established by the passing

of the 1744 Edu ion Act in the British house of

Parliament e;en if the realization was still extremely
difficule~.’ This was not a phenomenon confined to the

British Isles, for according to Mulcahy "ewver since wWorld ,'
War I1 odecational systems have been at'tempting to give '
effect to. this principle'.2 Othe: commentators such as
Warnock have suggested that "the concept of equality has
dominated, perhaps bedevilled, educational as well as
more general political thought for the last thirty years.
Mindful of the historical development of the twin
doctrines of meritocracy and egalitarianism, Bantock
suggests that thes bhave "lived in vneasy partnership for
the last tso hundred years, the former spawning the notion
of equality gf outcome.'4 Qur own partighlar version of
this ‘principle' is popularly referred ﬁgpas the ‘free’
education scheme introduced in September 1967.°

»3

This brief excursion into the vast literature that
exist on this 1ssue 1§ intended to tllustrate that further
analysis of what conventional wisdom accepts as a
'principle’ is necessary before the feasibility of eguality
as a curriculum aim can be properly assessed, Warnock
expresses agreement with the summation given here wvhen she
states; M

£
Equality of educational opportunity,
equality in the distribution of education,
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in the abolition of selection, 1;tegraticn,
the removal of elitism, all these are
. po political issues. The difficulty .
1§ that none is clear and afl are easily
s misunderstood. §
The principle referred .to above, transformed into the -
pbpular poli igal slogan of ‘egqudlity of opportunity' in
the sixties and early seventies, had a profound effedt on
the curriculurm of the comprehensive school and what began Y
as a convenient and éften-satisfactory way of educating
very, differant children under the same roof bocame
identified with a demand to give all children the very
sam¢ eaucation "so that ﬁeither their social nor their
intellectual differences should distimguish them one from
the othcr."7 Before clarification of the concept of
. ‘equality’ will be undertaken 1t will be helpful, as &
Lbackground to that task to focus attention on the nature
of inequalaity. ) , :

"Social 1nequafity,"wr{:ea Flew, "is a broad and
“ggneral problem which {8 present in'all contemporaty
8 In discussing the concept of ineguality
one is dealing with the relative differences that exist
between people, and contrary to popular ideology, economic
growth dQes not antomatically reduce inegeality hnd '
increase social justice.g Entwistle attributes the

socleties,”

popularity of the equality of opportunity slogan to the )
assumption, which was part of "the conventional wisdom
of the past two decades which assumed thgt greater .

-+ affluence would lead to redistribution of wealth towards
the lower income groups."o One of the primary reasons
for the acceptance of thiis idea would appear to be self-
interest, rathex than egalitarian considerations, where
many expected to acquire a yreater slice of the expanding
economic cake. From an economic point of view there is
ample ecuxidence that conventional wisdom got it all wrong
and a forthcoming publication confirms what many have
‘suspected that our educational system reinforces existing
;ocial 1nequalities.11

Q o1
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Many comswentators argue that inegquality is endemic in the
structures of advanced capitalist societies, and as a
consequence, poverty is contjnuoualy recreated. On this
economic analysis of social structures competition is
accepted as pecessary, that it promotes aml rewards talent
8o that the argument in frequently advanced that "it is
inegual)ity, not equality which is functional for a

healthys::j?aty.'12 '
A entific interpretation of the n ture of inequal-

ity endeavours to establish why purtichilar inequalities
have arisen without believing that all or cven any of these
differences are bad. An interpretation of this kind does
not incldde a normative judgement. By contrast, sociol-~
ogists who espouse an environmental explanation for
existing inequalities 1qply implicity that the .world would
somehow be a better place without these. Interpreting
Rousseau's claim that all men are born equal, in this way
begs a sociological explanation. One is forced to agree
with Flew that there are "fundamental differences between
claims about an eqguality of rights and claims about an
equality of talents or of 1nc11nat£ons.”13 While not
wishing to undeveptimate the importance of, environmental
factors in human development one must nevertheless
recognise that natural inequalities do exist. This is

cone of the basic tenets of a Child4éentred Curriculum.
This must be accepted as a basic premise in constructing
& curriculum and content and methodelogy should be
fashioned accordingly. ™

Equality is frequently considered to be a 'blind’
concept. It is ambxguoué. meaning different things to
different people. fssentially {t is a mathematical
concept evoking thoughts of sinilarity or ‘sameness.
Because of the suggestion of sameness in the concept some
socioledists mre seduced into believing both that people '
naturally apk and that ideally they ought to be more’

14
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- as possible to everything and everybody ‘else. This may

equal than actually is the case. Social equality can
thérefore bo stated to be an ideal which embodies the
wiah thateverything and é§aryhody should be as similar

be hélpful in explainind the initial attraction o’ the?
idea of equality of cpportunity in that pcople confused
equality of access with equality of outcome, President
Johnson expressed this rather graphically in the
introduction to\the Coleman report: :
‘ You do not take a person who for years
has been hobbled by chains. and liberate
him, bring him up to the starting line
of a\wace and say, ‘'you are free to
eompete with the others,’ and justly
believe that you haye been cowpletely
~Sair. 15 ’
To be completely fair therefore would appear to
require that the concept of equality cannot be-applied
blindly. * Lawton sees the.concept as being eloselﬁ
associated with social justice and he nrgu&& that
"social justice in educatMon is an empty slogan unless
we are more precise about cuxriculum content.””
Egquality for him becowmes a matter of the right to acquire
certain kinds of knowledge which involves outliqipg the
benefits to be gained from schooling in terms of curric-* -
ulum content. 1t is not only a matter of access to a
curriculum but that the content of the curriculum being
offered to all pupils must be wurthvhile.‘ In this sense
equality must apply to the distribution and the content
of the carriculum, Howevéf. one must agree with Warnock .
that it is important tor distinguish between the statements
“that everyone has an equal right to education” and that
"everyone has a right to egual edncation."7 To tempex
the coricept of equality in’'the interest of fairness it is
necessary to look more cloéely at the concept of justice’

It is important to establish at the outset that
justice is distinct from equadity, While the latter

K -
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insists that we treat a'" people the same Lucas correctly
states that justice dbe. not regquire "that we treat all
children the sane”’s ‘because this couid lead t% qreaéer
injustice. The concept ¢f equality would apoear to
establish a right but to what kind of ¢ducational
proviajon is ambiguous. If it is accepted_that people
have an equal right to share something this may in
practice result in a gross difference between the share
of different parties, and this maybe manifestly inequit-
able. ‘50 far it has been established that equality,is a
right to which everybody is entitled but gSome ryle or
rles pust be found te govern it's distribution lest it
lead to greater injustice. If these rules cannot be found
then ramedial teaching for the dull 4s as much a breach of
the principle of equality as any form of special attention
i® for the clever. . .
» . .

It“egual’ty and justice are interpreted as competing
values tﬁ n the task is that of establishing the ethical
basis of education. Petdrs states that it js for reasons
cqgcorninq justice "rather than flat egquality --~ that men -
should be treated differently if there are relevant
grounds for so treating them.® On the basis of this
argument he formulates the principle of distributive
justice "which lays down that eqguals should be treated

' Both Warnodk and Rawls

equally and unfguals unequally.”
use the words justice and fairness intexchangably. They
consider socliety to be a co-operative venture for mutual
advantage which is identical with the Aristotelian concept
of enlightened self-interest. Using this criteria justice
is defined "by the role of its principles in assigning
rights and duties aﬁd in defining the apprapfiate division
of social advantages."zo Injus* xce can therefore be
described conversely as “"inequu. ities that are not to the
benefit of a11.2’

a general way as Tany belief on which the value of actions

A principle of justice is described in

nds on whether or not they can be called just, or on
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how just or unjust they are, in any particu’ar, actual
or possible sense of just.'zz

Two fundawental principles are usually attributed to
' the concept of tustice. One is that each individual
must_have the maximum amount of liberty compatible with a
similar liberty for others. The other is that inegual-
ities should be so arranged as‘tb.pe to the advantage of
everyone ard that they should be W&§ached to positions
and offices open to all. While thes< principles are
acceptable in a general way they cannot provide a
sufficient basis for educational policy. From an educ~
ational, or more spec}fically from a curriculum point of
‘view, little or nothing-has been achieved.

It is recognised that natural inequalities do exist
and must Po considered in the context of distribution.
However, because the concept of justice is very general
and imprecise it imposes no restrictions on what sort of
inequalitics are permissible it only requires that
everyone's position be improved. On this basis ft could
be argued that the present educational system as it
operates 1in this country at primary and post-primary level
does actually meet this general criteria. However, most
fair-minded prople will readily agree that in practice
neither ggual:ty nor social justice are enhanced to any
significant extent, if at all, hy current educational
practice. It must be admitted however, that due to the
vagueness of both concepts under discussion the basic
principles as outlined above could be used to justify a
rigid curriculum to which everyone must adhere or a wide
degree of curriculum variation.

In attempting to avoid atmbigquities arising out of the
general princip&es outlined above Rawls 1ntroduces2§
further principle of fair equality of opportunity. ]
a result, two concepts which have already been shown to

be vague are now joined by a third. The concept of
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oppoxtunity, says Lucas “like equality is & treacherous
concept and equality of opportunity doubly so.*? _
have the opportunity of actually doing aénethtng is not
' to be able to do so but tojbe able to t
ary certainty of succass.
ragardless of age, begin from a position of inequality it
has already been shown that the mere right to compete
while an improvement on pot being able to compete at all, * 1
can hardly be regarded as fair.
‘competition which in turn accepts the idea that there will
To allov the concept of egqualit$
nate educational planning is to
advocate greater ophunity to bacome unequal.

thoqu withaug‘

However, becalise pupils,

Opportunity 1mp11es

be winners and losers.
of opportunity to

Has conventional wisdom mistaken, the:efora when it
accepted equality of opportunity as one of the basic
principles of educational ﬁlnnning? In thg days when
access to poat-prl.af&.aducatxon of any defcription-was
confined to those who could afford it thefprinciple or
belief in providing a more equal 6ppott ity to the entire
community was neceauary to bring abougSreform.
best helpful as a general principle
and at worst confusing and contradictory.
equality and opportunity were at all times rather strange
bed-fellows and even when the slogan ’equality of educat-
ional opportunity' was much more a rallying-cry than it s
today, the alliance was never more than a marriage of
It can be said to have achieved its goal
vhich was tu ensure that all have access to post-primary
Now that pupils enjoy that right it is much
less helpful, in ensuring that all have access to worth-
while knowledge and experience.

f educational poliey
In this.nense

convenience.

education.

In an effort to equalize educational opportunity the
Plowden Report introduced the concept of *Educational
Priority Areas' and attempted to establish criteria with
a view to identifying educationally disadvantaged areas.2




L
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Apart from the fact that theve in a 1 k of consensus as
to the precise Quature of educational gipadvantage and
educationally dipadvantaged arxeas tha!q.ls the danger of
reinforcing exigting inequalities pxinarily through the
self~fulfilling prophecy of.teachers'® expactatxons. It '
is also true to say thiat to devole a lot of time and
energy to identifying geographical areas is to some extent
to miss the point that it i8 people not areas that suffer
depr!vation.

This entire argument 45 of little benefit in that it
is cancerned with educational provision’without consideting
the.%%ntral aspect of the problem which is the actual stuff
of the curriculum itself. It ia essentially the socio-
political framework uithin which the educational system
operates. In a chnpter, signlficantly entitled, 'nisregard
for Aims®" MuMahy stresses the twin ohqu&lves of equality
of oppdrtunity for all &«nd "the fashionlng of education so
that it is responsive to the aptitudes and interests of the
individua pupils."?6 ye coxrectly indicates that “such
objectiyfs do not constitute educational aims or purpose.”
It 18 the teachers and the methods-they amploy thav will
deternine whether or not adequate provision is made for
the natural aptitiude ofy the child. It is these factors

.combined with the content of the curriculum that will

determine the quality of the educational provision.

Can the concept of equality be xegarded as a
legitimate curriculum aim? In reply to this question

Entwistle states:
&

that attempts to define~educational
outcomes in terms of eqguality

is essentially an economic notion »
inappropriately applied to considerations
of the distributuion of knowledge and

skill and the acquisition of a personal
culture. 27 {Italics mine)

1f, as has alrcady been stated, equality of opportunity
only leads to further inequality and social e uality is

*
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. a utopian ideal which is neither attainside nor desirable
then it is safe to conclude that the concept of equality
- has generated far more heat than light in educational
discussion. It.has been a major source of distraction
from what remains the central issue which &8 how to provide
Access to a unfthwhile curriculum for a11‘§upils but
particularly f?r the below~average pupil.

Even if equality was a desirable curriculun aim it
would only be a source, of frustration ta pupils and
& teachers alike in the absence of a constructive policy of .
\ redistribution, particularly of income, It must also be .

rﬁcoqniscd, therefore, that the idea.of bmploying teachorxs
ag social engineexs without a firm political commitment to

. social and e io reforms is onxy a source of disillus-

“F ionment and frustratioﬁpamdhq bath pupxls and teachers.
There are many other important factors, epistemological,
cualtural, pedagogical, as well as ‘matters of aasessmbnt

‘ which must be considered in decisions concerning the
content of the curpfyulum which are beyond the scope of

R this paper to dxqéS:S\ If anyone can be said to have been

‘ vindicated by the heated rhetoric which has polarized
opinion in this debate amid charges of falling standards

e s . 3PR §OG1AL CRgiNECTING 18 18 the diligent teacher.?’ 1t 1s
sianificant, I feel, that thg present confefcnce,lhkhﬁgﬁ..‘L"'F*
its symposia recogntses that the aims of education will
be decided, and furthered by the fostering and development
of the pi-fessiopalism of the teacher. It is the teachers,
in the final analysis, who will deétermine the quality of
professional service given to the pupils which in turn
will determine to a large extent whether or¥not the
educat ional experiences afforded the pupil are genuinely

educat ive and worthwhile.
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PASTORAL CARE AS ACTION RESFARCH:
THE NORTH TIPPERARY CURRICULUM DEVELOPMENT PROJECT
. TEDUCATION FOR LIVING' . . e

«
Marian Shiels, Pat Hennessey and Scamus Fogarty

Introduction

This paper is an attempt, by three proiject members,
to focus upon the North Tivporary Pastoral Care Project as
a form of school-based curriculux development that mighe
jbe bert understood within the framework of 'actiop reseaxch’.

In recent years, both in Britain and Ireland, *the
concepts of 'pastoral care' {kamblin, 1378, 1979; Collins,
1480) and ‘action research’ (Elliot and Adelman, 1976) have
been recetving increased atvention and the interest of
teachers and achool administrators., Perhaps it is bert to
begin by defining these twe concepts. By ‘pastoral care!
wi mean both a curriculum component consisting of contert,
teaching strategies and pupil learning egperiences related .
to aspects of education for living, viz. dealth educatieﬁ,
Sex education, Political studies, stc. as well as a backup
system of teacher support, guidance, counselling and above
all, caring., It is a bumanistic curriculum devoted to
helping the pupil prepare for adult life and for, self-
actualization. ’

We refer to the proji:t as a form of ‘action research’
because it s a programme lof curriculum requm which seeks
to identify and solve practical problems faced by teachers
within the arena of the school, It is a project which

'The paper s in three parts, Part I was written by Marian
Shiels, Borrisokane Vocational School, Part I by

Pat Hennessey, Roscrea Vorational School and Part III hy
Seamus Fogarty, Newport Vocational School, County Tipperary.
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encourages teachers to identify problems related to social
N education, to gather datz related to these problems, to
experiment with possible solutions to these problems and
to translate this research process into action, with a
view to solving the curriculum problem, and to evaluate
the effectivenels of the solution. In this sense, project
teachers are operating as classroom researchers. Action
research differs from ather forms of research insofar as
its goal is the solution éf day-to-day problems, rather
than the writing of rusearch repo~ts. The current view of
the teacher as rasearcher reflects a belief that the .
teacher has a fundaﬁental role to.play in curriculum change
and that the teacher ought to be a participant in curric-
wlum change, rather than a client in the system. One of
the major assumptions of the project, which is currently
developing packs of materiais related to 'Education for
Living' is that teachers can be active agents of their own
learning and development. In the following pages we shall
try to describe the project: its evolution, worhing remit,
problems and possibilities.

Evolyv' .o 0f the Project

The Pastoral Care pregramme in North Tipperary was
initiated in 1978 in response to specific needs and
tnaderquacies that were felt to be in the jeneral curriculum.
The need for curriculum devélnpment to meet the demands of
a more complex and rapidly changing society has been well
documented.  In & society that is making increased personal
and social demands on younyg people the general curriculum
with its excegsively exam-oriented syllabi does little to
help students cope with these demands.
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The nesd for educational imput into this area has
become even greater in the past number of years. Free
post-primary education saw an influx of students into
second-level achools, many of whem were poorly motivated
and lacking in basic pexsonal and srncial skills.

Also as a consequence of this incveased school
population the informal one-to~one carirg that character-
ised smaller schools was tending to break down and needed
to be incorporated into more formal structures if it werxe
to be maintained. '

It was against such a background that in 1978 the
C.E.N., Luke Murtagh set up a subcommittee to develop an
educational policy for the scheme, They produced a
document entitled Post Primary Education 1985-2000 and
its Relevance to the Economy. (Polxcy;nocunent, 1978) .
A major part of the document was the outlining of an
Education for Living/Pastoral Care prograsme. The basic
aims of the programme as outlined were as follgus:

1, To ensure that aspects 0f education for living which
may not be covered in the general curriculum are
adequately treated and to co-ordinate the approach of
different teachers in this area.

2. To provide a pastoral care framework for the school
which will ensure that students will h2ve and will be
aware they have accesSs to help on a one~to~one basis
if they need it.

3. To help schrool authorities detect potential problems
and deal with these in an efficient and human way.

4. To helppupils participdte as fully as they can in the
learning experience in school.

5. To contribut® towards personal development.

6. To help pupils relate to one another.
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With a view to attaining these aims in 1979 the C.E.D,
called a meeting which laid the basis for the present
*Cantral Cuaxrriculum Core Workshop Group®™ (McKernan, 1980).
This meeting decided that:

1. A working perty consisting of the vice principals and
the guidance counsellors should be set up to develop
and implement a pastoral care programme.

2. That the vice principals bscause of their status and
organisational rnle in the achool should act as
co-ordinators of the programme in schools, they,
together with the guidance counselloxs would previde
the necessary back up in terms of matexials, advice
and equipment, for the teachers involved in the
programne. -

.
T

In the school year 1979/'80 pastoral care was intro-
duced to all junior cycle classes. MNembers of the working
party briefed the staff on the philosophy of the programme
and the structure it would take in the schools.

™™o briefing sessions by the Health Education Bureau
were also organised. One specifically for the members of
the working party and one for the staffs of the six schools.

The programme as introduced has three main elements -
{1) a tutorial system, (2) Sﬁ‘ﬁgucation fur Living course
and (3) the integration of topics covered in other subject
areas.

In the tutorial system each class has a glass'tutor
who attempts to establish a good rel:ticnship with the
class and is svailable for one-to-one discussion wifh
students. The rutor is normally a teacher who teac the
class a subject and therefore is in a position to k
them well.

In addition the tutor is timtabled for one pexidd a
week with the class. During this class the Education For

. -
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Living priogramme iz taught. This clams is also available -y
for discussion of probless that may arise. ’

Tutors of ecach year group meet on & fairly regular
baais with the Vice Principal and Guidance Couwnsellor for
discussion on the progress and teaching of the programme.

Initially tutors who were taking  the Education for .
vaxrg classes had only very broad guidelines from which .
to work and to a large extent they had to rely on their
. own reaources when presenting the suggested programme
el topics to their classes. ﬂouever. fron the in-school
reetings it became evident that while tutors had a lot of
g.0dwill towarxds the programme and were very much aware
of the need for the programme they felt that the effective
teaching of the programme necenuitateﬁ the development of
much more detailed class materials. Ahd although they were
interested in having an imput into the programme they felt -«
that they themselves Gid not have the necessary time,
regsources or skills tof develop the materials. It was at
this stage that thek king Party got into the area of
matarials development. The Education for Living Programme
which was developed by the Working Party and which is still .
beirg revised and evaluated on an on-going basis was
initially a three year programme which in 1981 was expanded
into the senior cycle with in addition special programmes
. for Pre-Employment, Sgpcretarial and Remedial Students. The
programme provides enough class materials for thirty
class periods a year. Some areas coversed in the programme
include; School induct i1ls; Health Education;
lLeisure; Media Stnadies; Rel 8; Bex Education;
Marriage; Buman Developments sion Making sx111s:
Career Guidané! Current Affairs; Pplitics; noney and
Consumer Education.

b
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The first year of the prxgramme looks like this ~

Nnnbe:;"-?i: :

Number Number ,
oft class of class . of class
18t term periods 2nd texm periods 3Ird texm  periode-.
Schonl ' |
familiar~ Consumer ¢ 5
isation 1=-2 education 3 Study | 1
sex ’
Study ’ 2 ecducat Lon 3-4 Leisure 2
Bealth  Bealth
Courtesy 3 education 2 education 2
Personal - L 4
ralation=-, , .
ships 2 leisure 2 Litterx 1
‘ .
amination :
techniques 1 Studiy 1 Bullying 1
Money 2 Authority 1
r

The course is structured through the development of

particular key ideas, concepts and skills that have been

selected to provide pupils with a framework for under-

standing the knowledge and subject beiry studied.

In developing the programue we wers aware of the

relevance to this area of the "spiral curriculum®™ whereby

students wou!d be continuously enriching their understand-

ing of concepts and skills by meeting them in more complex
contexts. Many concepts and topies re-ocour at various
levels throughapt the Five year course where they are
dealt with qt increasing levels of complexity and detail.

A central aspect of the course is the attention it
gives to the~a££gst1ve domain of beliefs, attitudeg, and

Ps
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feelings and the emphasis it places on the acquisition

by students of value classification skills and critical
thinking skills.  The programme also attempts to integrate
the work of teachers in areas like Religion, Home Economics,
Physical Education and Sclence.

I would also like to mention that the in-school
. meetings of tutors and working party members were invalu-
able to the development and implementation of the cougse,
These meetings provided: -

1. A forum whersbhy tﬁtors had an imput into the content
and teaching strategies used in the materials,

».JW»Valua§19.feedback on the work. ability of materials .
produced, it was this feedback that led to the develop-~
ment of the Remedial programme for First and Second
Years.

3. An important supportive and developmental stzuctur§ tor.
tutors who had difficulties adapting to the new teaching
strategies required by the programme.

The Rationale for the Project is an attempt to give
every child knowledge, experience and skills and to develep
positive a tudes and values in the child.

The knou)éhqe conponent-is to provide a resevoir of
facts, ideas. concepts and generalisations which together
with skills of valuing, decision making, problem sclving
and sboial participation can be used by the pupil to
function rationally and effectively in schoecl and in

\*society.

How far ue’ﬁi;e succeeded in achieving the long term
aimg of the project is something we have only been
addressing ourselves to in the past year.

However, even as of now I think we have produced a
worthwhile model with in-built structures for change" on
the basis of evaluation.

-

N
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The Curriculum Developoant Workshops

The initial Working Partyblleet‘.lngs were conducted on
"open discussion” lines, with the Chief. Executive Officer
Mr. Luke Murtagh in the chair.

Opgrational difficulties figured largely in the talks
and gradually the basic guidelines for a programme emerged.

Individual members did prepare notes of lessons on selected

topica, the notes to be used by tutors.. However, it wvas
the repeated Jdemands from tutors for more datailed mater-
ials that launched, or & ~uld I say, plunged the Working
Party into an area of operations that would be subsequantly
known as curriculum development .

At this point, I must make rplevant digression to
point out that widespread circulation of the Tipperary
{N.R,) Vocational Educational Committee’s Educational
Poli nt aroused widespread interest and brought
many responges of encouragement and help. An offer of help
from Professpr Swan of University College Dublin was
up by Mr. Murtagh and this is how the services
of Dr. Jawas McKernan were ohtained as Project Advisor. 1If
the truth is to be told, Dxr. McKexnan's arfival was viw
with scepticism by most members of the group.

However, the greatest tribute that can be paid to this
man is to‘say that he became one of the party within a
short timpe, was always present at the coffee and lunch
brea exhibiting great social skills both in group and
~to-one situations. His oral inputs at. meetings ware
wall received and to his Working Papers, he always tact-
g§ily gave the status “for discussion” - and these nevexr
bore the slightest suggestion of imposition. He always

welcomed, even relished constructiva criticism. 1 nus' *

couple Nr. Nurtagh closely with Dr. McKernan when dealing
with the mechanics of the Woxking Party. It is a well
known Irish characteristic that members of our race never
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relish working at close quarters with the boss. However,«
Mr. Murtagh,-tWis commitment, dedication and general
enthusiasm is an inspiring though not an overawing figure
in the party. HNe does not expect any mémber to k
barder than he does and he commands unswerving ldyalty.

I use the word "commands® advisedly, becsuse, far too
often the word “demands®™ is the appropriate one for many
situations. "'We have My. Martagly and Dr, NcKernan with us
for work and play and that is how we like it,

The materials being produced were now called Unjts
and were continually being revised on the basis of
recommendations from tutors. Around this time, a typical
Agenda for a meeting would read:

4 . . -

1. Minmutes

2.  Arising from Minutes.

3. Reports from mchools -~ oral.
4. Review of materials presented.
5. Any Other Business.

On the advice of Or. NcEernan, units took on a more formal
structure. Figure 1 ogutlines this structure.

Figure 1
UNIT STRUCTURE

1. TITLE - AND NUMBER OF LESSONS
2. INTRODUCTION

3. AINMS .

4. OBJECTIVES

P

KEY CONCEPTS

~

i;;soav OF UNIT

6. RECOMMENDED TEACHING STRATEGY
7. TEACHERS' NOTES
8. PRESENTATION OF MATERIAL

9. ASSESSMENT TO INVOLVE TESTING FOR:
{A) FACTUAL xnowmzné%%
(B) INTEREST LEVEL

10. BIBLIOGRAPHY
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This structurs was to prove valuable later on when units
were beiny edited for printing. . )

In the two year period beginning September 1980, the
working party met many times and worked very, very hard.
The process was ~ to produce a unit, submit it for
working party assessment, Xevise it if required, have it
tried oot by tutors in schools, note the commants in the
report back from the co-ordinators and carxy out further
" revision, whenh necessary. Typical feed - back included
comments like:-:too many facts; lack of variety in
suggested teaching strategy; demands for morxe atudent
guestionnaires; more student involvement; together with
observations on time allocation. -

Informstion from schools was obtained from meetings
with tutors, student and tutor guestionnaires.

In recent tiges, the productivitiy of the wnrking'
party has increased dramatically. Smallexr sub~groups axe
formed anu arxe assigned spcific tasks, with all groups
working simultaneously. Guest speakers are slotted dn
judiciously, SO néwadays an Agenda might read like this:-

3. MNinutes of previcus mesting.

2. Matters arising from Minutes.

3. ‘Reports from schools - written.

4. Cuest Speaker - Name - Title.

5. Discussion on the presentation.

6. Groups - Leaving Certificate Programme.
~ Remedial Programme.
~ Pre~Employment and Secre‘;tial.
- Tutoxr Training.

7. Report back from groups - written.

8. Any Other Business (Next meeting fixed).

dreat emphasis 15 now placed on written records.

—




Figure 2

FUNCTIONING OF THE WORKING PARTY | oy
| e, ) ‘
=g e ] msns} ~
[ S110Y .
e ﬁg
WORKING PARTY
VICE-PRINCIPALS . j"
GUIDANCE COURSELLORS ‘ ‘
| CHIEF EXECUTIVE OFFICER ——
— ] PROJECT ADVISER
‘ g
ASSESSMENT ! TUTORS SR
DIRECT.
INTEREST —
$TUDRNTS
KNOWLEDGE " b

We see the role of the Working Party under three
headings.

1. To develop all the prograsmes required to serve all our
students,

2. Having developed the programmes, to identify and provide
suitable materials for each,unit. .

3, To develop within ourselves as a group the capability or N
capacity to engage in training and supporting tutors. :

We have been addressing ourselves to these demands and we
aspire to doing much more especially in tutor training.

Our outlook and attitude is captured in this thought - the
rung of the ladder is not for standing on - you just lean on
it temporarily while you get on the rung shove it and keep
on repeating the process.

-
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We had difficulty in getting on to the first rung of
the Pastoral Care Ladder - then we found that it was
steep but we are pleasedi to have climbed a faw steps. The
ladder is very long and may be shaky, but we are determined
to hand on. Finally, we turn. to the projects’ prablems,
constraiats and possibilities.

IXX

Project Problems and Possibilities

Fixstly, I would like to say that in my opinion the
project which has been outlined is one of the wost import-
ant curriculum development projects being undextsken in
this countxy at present.

.

Part I has dealt with the aims and rationale of the
programse and has also explained why the need for the
programme arose. While there was much goodwill amongst
teachers for the project they demanded suitable materials
and that good in-service training be provided. Part Ialso

. described how the project is structured and operates

within the six schools etc.

pPart II discussed the setting up of what Dr. James
McKernan described as the “Central Curriculim Core Work-
shop Group” whose personnel provide trial materials, basic
training, support and evaluaticn which is helpful to the
teachers {Class Tutors) in the schools. This section of
the paperx stressed the part played by ordinary teachers in
producing and evaluating the trial materials etc.

Progre:s has not been easy, problems were beoth
pumerous and intimidating. However, as you have already
heard from the previous speakers much has been achieved.
I would like to now: '
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1. Identify the constraints and problems that the project
has encountexed sme of which have been solved and
others which we are still grappling with. "™

2. Discues some important gains made by the project stince
it began, :

1. Chart tho course which lies ahead of ua and look at
 some possibilities for future growth.

One of the problems which the projget encountered
161:1311y was not only an almost complete lack of sditable
materials but also the complete absence of teacher train-
ing in areas dealing with group and discussion techniques
etc. This was exacerbated by the great dtfficulty
encounter®l in providing in-service training for teacherss.
Thexre has been many obstacles therefore in providing
appropriate s&})&s trajding for tutors.

This has led &5 5 furthexr difficulty in that
initially teachers were asked to volunteer for the role of
Class Tutor, however, some people had to be drafted in to
cater for all classes and the enthugiasm of these draftees
to really get involved in the work was and still s open
t¢ guestion.

Secondly, a similar problem was that while the Vice-~
Principals agreed to be appointed as To-ordinators to give
the programme Stature and power within the schools many of
them would admit to being uncomfortable in the Role of
Co-ordinatqg having bad no formal training or experience
for the role. However, this problem has been alleviated
to a grpat gxtent by the dnnate enthusiasm of the people
involved, by providing txaining for them and also by the
tremendous work of thé’ifse Guidance Counsellors in the
rcheme in promoting the project. The work of the Guidance
Counsellors has I feel been crucial to it's success.

There were other prableyﬁ - many of which I will not
be able to deal with, For example, it was difficult to
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find time in already overcrowded timetables for classes
and finding time for meetings of Class Tutors at school
level was alsc a problem. These meetings are very
necessary if the co-ordinators gre to organise the

project properly within the school. At present time tends
to have to be spnatched - teachers are busy with examin~
ation classes etr., and as a result the short monthly
meetings which are generally arranged are not really
sufficient to deal with all the important work which must
be undertaken. Project topics (units) need to be prepared
not just distributed, case studies for students with
psychological family or social problems need to be
examined, discussed and help provided for the people
involved. An *action research” approach to Pastoral Care
is time cons ming and there is s5imply not enough time ’
given for action research in Irish Schools. We as
teachers are not given the opportunities freguently

enough to 84t down and examine our problems, what 1is
causing them and come up with solutions. Teachers, due to
the numerous pressures and constraints upder which they
are presently working, simply find it very difficult to do
research into their actions, methods and techniques within
the classroom. Thus, this excellent way of helping to
solve Pastoral Care angd curriculum problems is greatly
hindeved by time, management, motivational and organis-
ational constraints. This is as far as 1 am concerned one
of the great tragedies of our project at present. In fact
I would say that the value of introducing a Pastoral (Uure
Programme into any school without providing for a
concurrent Staff Development or Education Programme for
Staff is, I would say, extremely dubious. The programme
introduced may be {Action Resecarch) priented or not. A
further fact which must be faced up to is that many schools
now have discipline problems which are inexorably growing
in volume due tn sorial and economic factors as well as
unsuitable curricula. 1 would say that a Pasteoral Care
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Programme aillied with a Staff Education Programme Lased
on an "Action Research® approach might be of enormous
value to any school or teacher dealing with disruptive,
agaressive, poorly motivated or i1ld-disciplined students,

None of our problems are lessened any by lack of
tevognition of teachers for any additional work which
they do invelve themselves in. Teachers receive neither
fin;\cial recognition nor recogynition for their time,
Such lack of recognitic:. has made more difficult, the
development of positive attitudes among staff for our
praoject,

But all is not "gloom and doom®. There is a very
progressive, dynamic and fruitful side to the project.
While the project is now at a critical stage in its
development, I believe that the people involved in the
North Tipperary project have the will and determination
to succend.  In a sense our project is an ext-sordinary
one in that it has succeeded in drawing together a wide
renge of individuals, all of us with an educational
responsibility, and it has produced an extensive number
of trial'materials (units) of expert tal curriculum
nature and combined this with a programme of in-service
teacher education without any source of external funding
at all.

1 must mentson braefly that we consider that the
materials that we have produced to date would have an
intrinsic educational value in themselves even if they
were not accompanied by pastoral care structures and

pioqrammps which of course must exist also if true

‘ progress :s to be made., Professor DR.J. Muleahy in his
definitive book Curriculum and Policy in IrisQ Post~
Primary Fducation {Mulcahy, 1987) refers to the North
Tipperary Educational Policy Document entitled "Post-
Primary Education 1285-2000 and its Relevance to the
Feconomy”. Referring to the policy document, Mulcahy says

]
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"we find a concrete cxasple of an attempt to come to grips
with the problem of preparing pupils for the varied
practical demands of living®.

Yes, we now have suitable “education for living
oriented materials, indeed our problem is now one of edit-~
ing. Similarly we are also now making progress on the
question of tunding because the project has how grown so
large that money is required if further progress is to be
made. The extensive nature of the project's current working,
programme, now dempnds external financial support in order
to finalise the development of materials, to further the
in-service training or Staff Education Programese and to
disseminate the course to & wider audience. The project
would also be further enhanced in achicving it's aims
through the provision of “unds for a full time Project
Co~ordinator, a research assistant and the necessary
secretarial back up support Servxée demanded of a materials~
producing project. 1 am very happy to be able to relate to
you that funding has bggn promised by both the Health
Educat ion Bureau, the Mid-Weatern Health Board and, of
course, North Tipperary V.E.C.

The fact that our materials have been produced by our
own teachers had important implications for staff education
programmes. Through the project not only ha;g teachers been
afforded the opportunity of producing their own materials
but also they have been given the opportunity to experiment
with various classrool teaching techniques. Teachers have
heen 1ntrnduced to curriculum development aad theory‘and
have actually been able to engage in the dynamics of chango.
Ther project has offered teachers and schoels the opportun-
fty to experiment with and use & variety of teaching methods,
sich o» brainstorming, discussion, visual aids, role play
ete., which can be used in addition to the more common
"talk and chalk® lecture style of teaching which lack of
on-going teacher education and examination pressures appear
to have foisted on us. Progress with materials and
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techniques though often slow and gradual has resulted in
staff development and has therefore been of enormous
significance for our schools.

The Working Party at recent workshops have focussed
upon the idea of teaching in a manner that promotes
student self esteem. The possibility of implementing a
common teaching strategy is at present being discussed
plus the idea of Pastoral Care as Action Research. Now
when teachers come together to discuss mutual problems
in a reasonably formal QituatiOn - this is where action
research beqgins. It is looking at problems which occur
within or indeed outside the classroom and seeking
sclutions and support from colleagques through discussion,
or in-service training, other teachers' advice, video
playback, reading etc. The guestion of how we can promote
student self esteem is very much in the realm of action
research as indeed are other major educational factors
such as the school's caring atmosphere and ethos, school
organisation, the constructive use of time, discipline etc,

To conclude I would just like to look into the future,
1 am optimistic about it., Our main problem now is money
and this has been promised to us, It will enable us:

1. To employ a part-time Project Co-ordinator for at least
one year.

2. Provide extensive teacher training both at Working Party
and school based level.

3. Provide complete scts ot materials in the schools for

the project teachers. .
proj} -

4. Test trial materials through teachHer experience and
evaluation by external relevant authorities.

Finally, the project is a model that can be used by
othier schools and teachers elsewhere in Ireland. Mayhe
somebody out there can benefit and learn from our
experiences but again financial and other conditions are

§
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rewuxred for this dissemination to take place. The project
will now attempt to 'go public' and we will rely on holding
Conferences, Seminars and induction courses for interested
schools. Certainly, I believe that our Working Party with
the experience it has gleaned and the way it has progressed
can provide belp for others if they are sufficiently inter-
ested in our work and wish to introduce professional
pastoral Care into their schools.

Figure 3
OUR MODEL North Tipp.V.E.C.
1. CORE WORKSHOP GROUF
Aims, Organisation, Materials, Tra'— g
2. CO-ORDINATORS {6 schools)
3. CLASS TUTORS
4. TUTORIAL/PASTORAL EDUCATION FOR LIVING/
-V CARE HEALTH EDUCATION
MONTHLY MEETINGS ({(preparatory!)
5. TUTORIALS {once a week) > “STUDENTS
6. Careerilcuidanc >Religioua Q;ogramme
Teacher
Chaplain Guidance Programme
Girls Welfare 7. INTEGRATION} oo Economics
Officer
Social Woerker Science

9§hysica1 Education

8, ALL TEAC S INVOLVED

EVALUATION L
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I would like to conclude by listing the constraints

that have faced the project and some of the gains
‘:pay-off') which have benefited project teachers through
curriculur development in pastoral care. These are set
out in Tables 1 and 2.,

TABLE 1 .
PROBLEMS AND CONSTRAINTS

10.

Lack of suitable materials.

. 2
Almost complete absence of in-service teacher
education.

Some teachers were drafted to the work ~ their
enthusiasm questionable.

Lack of continuity. Due to cimetadling problems
Class Tutors not allowed to remain with their
group over a three or five year period.

Again for the same reason some teachers had to
act as Class Tutor to more than one group of
students.

Vice-Principals appointed as Co-ordinators but
initially had received no training.'

Difficult to find time for teaching of units on
an already over-crowded timetable.

It was not possible to have sufficient meetings
of Class Tutors with their Co-ordinator in the
schoal.

Almost complete lack of official recognition for
teachexrs who gave time t. the project.

The project is costly and there is a lack of
money.
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TABLE 2

IMPORTANT GAINS MADE nr'rss PROJECT
. {the "pay-off™)

1.

The materials produced to date have an intrinsic
educational value in themselves.

They prepare students for the varied practical
demands of living.

The fact that the materials were produced by our
own teachers has important implications for staff
education programmes.

Teachers have also had the opportunity to exper-
iment with and use a variety of classroom
teaching techniques.

The project has offered teschers the oppoxtunity
to introdice themselves to Curriculum Pevelopment
and Theoxry and to actually engage in the dynamics
of change.

Peachars have been facilitated in coming together
to discuss mutual problems and to practice the
concept of "action research®.

In a sense teachers have benefited more than
students, There has been a "spin-ofi" development
in that teachers have felt that their teaching of
examination subjects has improved.

The project has led to an improvement in the
school's caring atmosphere and ethos etc.

Postreript: Since this paper has been delivered, the
project nas received generous support from the Health
Education Bureau and the Mid-wWestern Health Board. This
has enabled the project to publish its trial materials

and to appoint a part-time field officer to lisise between

project schools.
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FORMAL ARRANGEMENTS FOR PASTORAL CARE IN
NORTHERN IRELAND SCHOOLS B

Jean Whyte r

The Background * :

One of the initial objectives df the current NICER .
projects investigating full-time eﬁuﬁitional opportunities. f}
for 15 to 19 year olds in Northern Irxeland was:

to investigate the information given to

pupils and students about courses

available to them at ages 15 and 16 and

the basis of their choice of courses.
Translated literally, this meant that careers guidance
facilities and practices in schools and colleges were of
interest to the investigations. Quite early in the
preliminary stages of the investigation, however, the
necessity of setting careers guidance in awider context
was borne in on the investigators by observations such as:

Good careers education implies a pastoral

care system of which careers education

forms an integral part. (DES, 1973).
What is meant by ‘'pastoral care’? The pastoral curriculum
has been defined by Marland (1983) as “"the personal,
educational and vocational guidance and welfare support of
each pupil” instilling a knowledge of choices, careers and
rights, plus study or learning skills. More parsimoniocusly,
a recent booklet intended to help parents understand the 2
procedure in Northern Ireland whereby children are select~
ively transferred to secondaryor grammar school at age 11
defines pastoral care as “arrangements for the personal
and social welfare of individual pupils™. (SEELB, 1982).
The legitimacy of the interest of schools in this ares of
children's lives was underlined by a number of gtatements - - -
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in the Black Report {1979) concerning the role of the
school in the care and development of ita pupils. The
Report suggests that the school along with the family is
one of the main bases for child development and should be
a major foc&s for intervention. The school should help
children with particular needs and difficulties and
should minimise the growth of children's problems.

It is clear that as well as informing the ‘hidden
curriculum' of the school, the attitude of those in charge
of policy in the school towards pastoral care may lead to
positive intervention in tha area of personal and social
education. A recent Schools Council publication (David,
1983) asks whether this is something new or whether
achools have always been 'doing it®' consciously or
unconsciously, A working party of the Schools Council
saw personal and soctal education as an umbrella texm
covexring elements in a numbex of areas of the curriculum
which have much in common in their concern with values and
with personal development procesees,

A further dimension, that of mental health and the
rele of pastoral care in promoting and protecting the
mental health of children, is added hy & booklet issued by
the North Eastern Education and Library Board to guidance
personnel in schools and colleges. The author lists five
kinds of needs which may be met by a good pastoral care
system: untreated mental breakdown which often goes
unrecognised or untreated but for which help could ke
offered; sub-breakdown emotional disorder with impaired
social and personal functioning {which probably out-
nunbers breakdown by 10 to 1, which constitutes crisis
cases needing emergency help and which may include anxiety,
depression or hopelessness); minor and trangient disturb-
ance which is always reactive in character (where
counselling may help alleviate distress and ehsure that
the experience is educative); vulnerable people who face

!
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‘particular kinds of struss sithexr in the anvironment or

because of their own cuastitution and who are unable to
cope with levels of stress uhgch are well within the
capacities of most people, and, f£inally, everyone who
meets certain transition points and challienges and who
may need help to extract the maximal growth and maturity
from them,

Pastoral care has its roots in the traditional

values of the clergy and church schools, many of which
are atill functioning today in Northern Ireland. Robinson
{1978} suggests that the individualised care given to
parishioners was passed into the school system and
remained effective while schools were small and local,
Other arrangements have been devised in the last twenty
years or a0, going beyond the initiative of individual
teachers., These have been seen (Butler, 1971) as
reflecting:

a4 growing awareness of the non-acadesic

needs of pupils and the proliferation of

choices and potential problems brought

about by increased school size,
The recognition of pupils' non-academic needs springs both
from increased knowledge about child development and
broader political concerns about individual rights (Milner,
1983) . These have led to teachers viewing pastoral systems
as meeting what have been referred to as three types of
needs (Johnson et s8l., 1980):

{a) institution-specific - for the peaceful

and smwooth running of the school as a
work environment; R

{b) maturation~specific - for moral develop-
ment and guidance;

{c} future-specific - for education for
leisure and citizenship.
In England, the first moves into formalising pastoral
care in the early 1960's saw the poliferation of formal
separate organisations and responsibility posts in schoqls -
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tutors, heaads of house and year etc., - there followed
the development of counlellihq and group work with pupils
and then people started talking about a8 "pastoral
curriculum for all pupils®. It has been commented some—
what ruefully by Blackburn (1983) that:

once the pastoral head in a school was

seen a8 the chief beater, then the chief

counsellor; now its all about planning

and developsent.
Not everyone agrses with the approach which separates
counselling from teaching. Some feel that all teachexs
should be pastoral teachers and that it is naive and
impractical to separate out pastoral concerns from the
academic work of the school. The controversy over
whether the practical organisation of counselling should
be generalised, with a large number of teachers {(possibly
those who have responsibility for a form or year} xespons-
ible for counselling, or specialised, with a number of
spetially trained teachers in charge of counselling, has
been discussed by Leitch (19813), uhg\:::?ta out that there
are advantages and disadvantages to e system, as does
Rogers (1983). The need for guidance and training in this
field for all teachers at whatever level togsther with the
provision of adeguate time to pexrform their work is a
recurrent plea in all recent writings on the subject, A
further aspect of the problem is pointed out by Best
(1983), who undertook an S5RC funded survey of one school
and its pastoral organisation. ., He writes:s

It is clear that for some teachexs at

least, pastoral care was synonymous

with the maintenance of discipline and

the correction of pupil infractions of

the school's rules and rejection of

the teacher's authority. For others

their preoccupation with questions of

control may not mean that this was all

that 'pastoral care’ meant to them, but

that these problems were so pressing

that questions of pastoral care in the
conventional sense simply had to take
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second place ... other teachers effectively
treatod the discussion of pastoral care
from their point of view as administrators,
subject specialists and teachers. Whatever
their leveal of commitment to the personal
welfare of individual children, such
teachers behaved As though this was of less
significance t the problems of themselves
and/or the schtol as an organisation.

Echoes of some of these issues willi be evident.in my
description of the systems of pastoral cars in schools in
Northexrn Ireland. The development of careers education
and counselling fn Noxthern Ireland has besn charted by
Clarke and Livingstone (1979) and by Fulton (1979, 1981).
They note that the emphasis was at first -on guidance
towards employment. The first mention of ‘counselling’
was in a document of 1968 where a chapterx was devoted to
the subject in the ILeonard Report, where it was treated
as distinct from but closely linked to gquidance. However,
the Province s first award-bearing course in this field

at NUU {n 1969-~/0 was a Diploma in Guidance and Counselling.

It was fundamental to the couxse, say Claxke and Livingstone,

that guidance and counselling axe unitary, and that it is
not poseible to separate rigidly a pupils' concerns as
educational, vocational or personal. Although the next
important Fircula: from the Department of Education in
1974, expressed awareness of the need for a counselling
service of‘a much wider nature and of which careers guid-
ance is a part, it main emphasis was on ce:eers education
and the provision of time ana training, A 1974 consult-
ative document issued by the DENI & DMS recognised that
efffcient manpower policies depended on the understanding
that there is a well-documented relationship between
personal adjustment and mental health on the one hand, and
job satisfaction on productivity on the other. It praised
the concept and objective of a8 professional client-centred
sexvice with emphasis on developing individual protential.
In 1977, for the first time, a letter to schools from the
Department used the phrase "counselling and careers
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education™ and in that year an appointment at staff
inspector luvel was made with particular responsibility
for counselling snd careers education. MNore recently the
publication setting out the Youth Training Prograsme
11982) commented that:

3.11. There must be the opportunity for

the young person to acquire the basic

skille, knowledge, attitudes and under-

standing required for success in the
broader aspects of adult and working life.

Counselling guidance and appraisal are
esfential to help each young person .
assess his or her own strengths and
weaknesses anll to relate attitudes and
- abilities to 3job opportunities.
There seems therefore to be a recognition in official
circles that counselling, pastoral care activities and
social and personal education are necessaryNand valuable
parts of the provision for young people in schools and

colleges,

In an on-going NICER study in the course of inter-
viewing pri pals, careers teachers and counsellors, we
asked the Fén "Nhat is your system of pastoral caxe"?
or "Do you have a system of pastoral care in your school"?
None of the resg‘pdents mentioned careers guidance as
forming part of their pastoral care systens, _thpugh in
fome cases there vwere links through individuals who were
functioning both as careers teachers and counsellors.

Also the content in pastoral care instruction, where there
was such, and the content of carxeers instruction, where
there was guch, overlapped considerably. The first
finding wajytberefnre that pastoral care, at least as

seen hy pfqiwlpals. does not embrace careers education, in
spite of what official pronouncements, or gurus from
across the water may think is right and proper. 1In this
raper, therefore, consideration is given only to thoss
aspects of pastoral care which do not include careers
education and quidance, since this is the way pa’(cral
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care seems to be interpreted in the majority of schools.
*

The remainder of the paper will present the findings
from a survey aof 51 schools (35 secondary achools and 16
grammar schools) in Northern Ireland. The project was
concerned to document the formal arxangements made for
pastoral care in the schools, and did not assess the aims
or methods behind the arrangements, nor did it intend to
evaluate. Dataweregathersd by structured interviews with
principals, careers teachers and counselloxs. The follow-
ing questions were asked of the data:

{1} What are people's reactions to the notion
of ‘pastoral care'?

({ii) Are there distinguishable components in
the pastoral care systems which are
functioning\in the schools?

o-exist in each of these

(111) What elements
at {s their purpose?

components and

{iv} Is the presence of Nndividual elements
linked with other factors which may be
pinpointed in some Schools but not in
others?

{v) what conclusions can be reached about the
sorvice which is being provided and are
there any recommendations which should be
considered?

Reactions to 'Pastoral Care'!

The attitudes expressed Lowards pastoral care iy the
schools visited in the course of this study seemed to
reflect six different” levels of awareness:

{a) Those which barely recognised the 'personal
and social’ aspect of pastoral care and which emphasised
tnstead the maintenance of standards of discipline and
achievement., Two quotations illustrate thié point:
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There is no real counselling here ...
there are records of academic progress °
and comment each month, anf detention

to make up work. If you have a good:
educational welfare backup, you have no
problems. Mainly truancy is a problem
here.

{b} Those who appeared to be debating the validity

of giving sperial attention to personal development, or

partoral care in the sense of personal and social welfare.

We don’t encourage over~confiding... we
like the minimum of rules ... we try to
leave room for initiative ... to develop
feelings of responsibility. Some
teachers feel that the pastoral care
prograpme is making the children too
cheeky, gquestioning too much, It's
better for counselling not he be too

rtructured.
o S

{c) Those in which respondents recognised that there

might be problems, but were upable to articulate them
except in 3 general way, or to suggest ways of overcoming

them:

There are no formal guidelines for pet501;1
development given by the school. Each
teacher should be a counsellor. Pastoral
care is the responsiblility of every member
of staff,

{d} Those in which speakers were unable to artic-

ulate needs which they perceived and which were not being

met by the current system in operation in their school:

We do only crisis counselling; the need is
enormous. It's all a corists, . .The
importance of building up children's
confidence -~ not all teachers realise

this, The self-esteem of the children is not
high; they are not good at melf-assessment,
Fupils could do with more self-confidence
and help in articulating opinions. Children
are eacouraged to make contact with the
eoungellor at any time; some are still
atraid. Form masters work individually (for
counselling): they have little contact with
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each other or with the caresrs masters. -

Thera are no formal channels ensuring

the exchange of information. Pupils are ~

not guick to come forward, they are

defensive.

{e) Those which expressed an awareness of the

positive effects of the aystem in operation in the achool,
but acknowledged the possibility of further development: .

He hope to be preventative, but crisis

arise. The system is not really

preventative; it tries to be nurturing.

There are no serious disciplinary

problems but some behaviour problems

could be solved by a better system and

by more sharing of information with

home~school links.

{f) Those who felt that their systeh was having

positive results:

Nothi' | really comes unexpecicdly now;

the yo.r teachers/counsellors cope very

well with upcoming possible crises.

Before a probiem develops, the weekly

planning meeting anticipates it, Mostly

things are caught before they develop.

1t is cbvious that there is a2 wide variety of exper-

{ences behind these comments, and that pastoral cere has
almost as many interpretions as there are participants in
1t. But are there any components which may be seen as

existing in all pastoral care systems; a common core?
Four such components of pastoral care were evident:

(i) A '‘holding' component usua'’y inv:lving a system
of form teachers, each responeible for a grovp of about 30
pupils v a year teacher in charge of all the pupily in a
particular year. i

{11} A system of hierarchial referral in which
children whe had problenms ox who were perceived as having
problens were referred to other staff members by subject

teachers or form teachers.
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(114) An instructional component involving the active
provision of information and guidance on personal develop-
ment. '

{iv) A co-ordination - communication component
involving all the teachers participating in the development
of the systei of pastoral care within a school expressed in
appropriate provision. It was clear that all four compon-
ents wi're prasent in but a few schools.

The Holding Component

The majority of secondaxy schools used this system
{95 per cent) as did a majority of grammar schools (75 per
cent). Most schools had form teachers but a few just had
year teachers in charge of up to 100 or more students,
The amount of contact a form teacher had with the class
varied from school to school, as did policy and practice
on whether form teachers should teach the class a specific
subject, and whether they should move up the school with
their classes. The question of continuity of contact was
either not considered in some cases or was felt to be
adequately met by other means within the school. Form
teachers often had a daily short period with their forms
when administrative tasks were carried out and disciplinary
mattexs attended to. In the majority of secondary schools
form teachers were those with whom individual children had
mosi contact on a personal level, and to whom they were
answerible fLur thelsr actions and proyress. ‘rtheair role was
mzinly disciplinary and administrative but they were
expected to attend also to pastoral care in largely
unspecified ways.,

In a minority of schools operating the form-teacher
system the arrangement was a variation on the principle of
allocating a group of pupils to a teacher for a year or
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for a number of years. In these schools (two secondary
and four grammar schools) group tutors took charge of the
equivalont of half the normal class group and moved up
the school with the pupils. Group tutors were not
generally responsible for disciplinary matters; their
role was seen as supportive and they wers expected to
initiate discussions on pre-arranged topics which were
felt to be relevant to the needs of their groups at
particular stages in their lives. Contact with the groups
was daily, twice a woek ox once a week for short periods.
Some form teachers who were attempting to implement this
xind of provision wath larger groups as well as carrying
out their other dities seemed to be encountering problems.

In a minority of secondary schools form teachers had
almost total responsibility for the pastoral care and
general progress of their pupils and there was no systenm
of referral for further action when necessary. In the
remaining schools there were further rungs in the hier-
archy, and teachers could turn to these people if they
nepded advice, as could the children.

Referral systems

In schools having systems of referral or support,
the initiataive in making the referral came in most cases
from a teacher or a pupil., Referrals were made to
teachers other than the subiject teacher and were made with
the objective of disciplining or counselling a pupil.
Teachers who received referrals included year teachers,
home~school liaison teachers, senior members of staff
with particnlar responsibilities such as the 'welfare' of
bovys wr 4irls, counsellors and, in some cases, the
prancipal. With some exceptions, of which more later,
the information flow was one-way'- about children to
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senior teachers. There was little input from these
senior teachers either to children, (apart from those
referred to them) or to teachers at other levels in the
hierarchy on issues arising from the referrals.

In 8% per cent of secondary schools and 68 per cent
of grammar schools specific teachers had been designated
'counsellors'. Since counselling is often felt to be the
core of a pastoral care system, information on the
distribution, training and modes of functioning of
tounsellors was sought in the course of this study. Four
approaches scemed to lie behind the implementation of
counselling services in schools in the sample which had
this 'referral' component.

(1) 'Crisis counselling' - no real system -~
problens coped with as they arose.

{11) ‘Teacher avallable' - where pupils were informed
that there was a teacher or counsellor available for
consultation, but no further effort was made.

{iii) 'Teacher referral' - where teachers referred
children whom they thought were in need of help, by
advising children to contact the counsellor, or the
counsellor to contact the child.

fiv} 'Child referral' - where children were encour-
aged to recognise for themselves where help would be
appropriate and encouraged to seek advice €rom the pecple
availtble,

{v) 1n some schools both {11i) and (iv) were in

eperat ion,

Counsellors had undergone at least one term's train-
ing in 35 per cent of the total sample of schools. The
denominat don of schools appeared to be related to whether
or nut there was a trained counseller. A higher proportion
of maintained (Catholic) secondary schools, and of
Catholie grammar schools than of contrelled (Protestant)
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secondary schools and of Protestant grasmmar schools had
trained counsellors. BSome of the grammaxr schools had
made no attempt to provide a counselling service of any
kind. N

The designation of counsellors ir a school 4id not
always mean that a counselling service was provided, or
that where a Rervice was provided it functioned in the
same way in every school. Teachers who took on counsell~
ing roles had a variety of backgrounds. They included
careers teachers in 40 per cent of the secondary schools
and 25 per cent of the grammar schools in the sample.

Thie may hawve been seen as being of advantage in some
cases, but in others it meant that the counsellor-cum-
careers teacher had no time for counselling as such,since
all available time was taken up by careers. A number of
schools where therv were designated and trained counsellore
did net appear to have any counselling service or provision
for the implementation of such a service in terms of time
or space. Sometimes this was because, the teachers
appointed had other duties by reason of their being senior
and experienced - they wege also viCe-principals, or, in
four cases, the principal himself. In three Catholic
schools, the chaplain was menticned as bheing occasionally
availahle for counselling, but in only one of these cases
did the chaplian have any special training in this area.

The availability of trained counsellors did not seem
to be related to the kind of service provided. More than
half of the secondary schools with trained counsellors
appeared to adopt a 'vrisis' or 'teacher available’
approach, while more than half of those without trained
counsellors appeared to encourage child and teacher
referrals and to have developed working systems. This
still left approximately half of the schuols in the sample
with a passive or 'crisis only® counselling service.
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Instruction in Personal DPevelopment

Instruction in topics seen as contributing to
personal development was provided in various ways, In
a few schools one class period per week was allocated to
the counsellor, or form teacher, for this purpose. In
other schools the ‘form period' or tutor group period
included this kind of instruction. Just under 40 per
cent of all the schools in the saxple made this kind of
provision for all their pupils at some stage during the
first three years of secondary schooling. A further 8
per cent provided for less able pupils only (11 per cent
of secondary schools) and 34 per cent' of secondary schools
provided courses in health education, some in conjunction
with personal development courses and some for less able
pupils only, while some offered only health education to
all. No provision at all in this area was made in 34 per
cent of secondary schools and 50 per cent of grammay
schools.

Differences between Roard Areas are less striking
than are those between types of school and denomination
and sex of pupils. Tables Tand 2 illustrate the ion
af tratned counsellors and personal development p::§::2mes
throughout the sample. From Table 1 it may be noted that
schaols where girls are present are more likely to include
provision for instruction in personal development; it may
also be noted that more than half of the trained counselil-
ors are not involved in providing such instruction in
their schools, while a number of schools without trained
counsellors are providing programmes in personal develop-
ment. From Takle 2 it may be seen that the thinking of
secondary schools in their approach to personal develop~
ment instruction is fairly similar regardless of denomin-
ation. 1In grammax schools, however, there is a clear
difference in appreoach which coincides with denominational
lines. Both tables draw attention to those schools having
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neithor a trathed counsellor nor instruction in personal
development for all pupils. It appears that the majority
of girls' achools and the majority of coeducational schools
evidence more concern in the formal arrangements made for
this aspect of their pupils' development than do the
majority of boys' schools. Nevertheless a substantial
pexcentage of all schools have not moved very far in this
direction.

Table 1: Personal Development programmes and trained
counsellors by sex and type of school

Number of Schools Coeducational Boys Girls
Grammax 8
Secondary 23

a) Percentadge of schools with trained counsellors
Grammar ias 50% 25%
Secondary 35% 29% 40%

b} Percentage of schools with personal development
programmes for all

Grammar 8% 141 75%
Secondary 9% 0% 60%
c} Percentage of schools with trained counsellors
and personal development programmes
Grammar 25% 0% 25%
Secondary 22% o% 20%
d) Percentage of schools in sample lacking counsellors
and pexrsonal development programmes
’ Grammar 3B% 50w 25%
Secondary 5% 71% 20¢
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Table 25 Personal development programmes and trained
counsellors by school type and prevailing
religious denomination

Secondary Grammar

‘ Voluntary/
Maintained Controlled Voluntary Controlled
{Catholic} [Protestant] [Catholic] [Protestant)

-
Number in .
sample 18 16 9 7

Percentage of

schools with -

trained 42% 31e 55% 15¢
counsellors

Percentage of

schools with

personal 32% 32% 78% 14%
development

programmes

Percentage of

schools with

trained

counsellors and 50% 20% 80% o%
personal

development

Programnes

Percentage of

schools lacking

trained 32% 448 11% 71%
counsellors and

programmes

e A . e 1 e Mo i 4 & s = g el

Communication and Co~ordination

Opportuniwies for contact between teachers involved
in pastnral care would seem 'mportant, even essential
{David, 1983). Such opportunities were not formally
arranged in a majority of the schools surveyedi. lLess than
half of the schools offering instruction had arrangements



for reqular meetings between those involved and in all of
these schools, oxcept one, there was a trained counsellor.
By contrast, in those schools offering personal davelop~
ment instructior, but without organising co~ordinating
meetings, there were no trained counsellors acting as
such (in one school, the careers teacher was also a
counsellor, but did not counsel), It is possible there-
fore that the presence of a trained counsellor on the
staff may encourage staff development, and provide guid-
ance and support.

A number of schools without personal development
instruction had reqular meetings of counsellors, senior
teachers, and sometimes form teachers. These were usually
held in order to deal with questions of discipline and
academic progress, but in one school, teachers went
through the rolls together, and pichad cut children whom
they thought were in need of help ant support. This was
then arrarged on an individual basis.

In some schools, the need for such meetings was seen
only in the context of discipline and academic progress,
or of health and safety. 1In other schools there were o
active inservice in-school sessions for teachers to
become familiar with developments in the area of pastoral
care, some in co~-operation with neighbouring schools which
are not always of the same denomination,

Conclusions

This survey was not invended to be evaluative but it
set out to ascertain whether formol arrangements for
pastoral care existed in the schools sampled. Undoubtedly
there are informal systems which function beside these
formal components in many schouls. 1In the absence of an
agreed evaluative framework, however, the merits of the
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various systems cunnot ba asaessed, nor can examples of
"good practice” be given.

The results of this enquiry would suggest that the
formal provision of pastoral casze in Northern Ireland
schools is uneven and even disorganised. The issues of
training and of integration with careers education have
yet to be faced up to tn the schools although on an
t{ficial level both of these aspects are accepted as an
integral part of the service. This may be seen for
example in the Lifeskills Programme which is being imple-
wmented on a pilot basis in the South-Eastern Education
and Library Board area and in the philosophy behind the
booklets issued by the North-Eastern and Belfast Boards
on the subject of guidance and counselling. The findings
suggest that the climate of opinion within the school,
and especially as embodied in the principal, may make the
most difference when priorities are being determined.
‘Effective careexs education is often handicapped by
serfous lack of time for both teachers and pupils and
depends fundamentally on the attitude of the headmaster
or headmistress' (NEELS, n.d.) and the same could be said
for pastoral care. A further issue which must be faced
is that of evaluation, an arva of many hazards. Evaluation
serves both ag a means of improving the service, and as a
means  of indicating to those involved that this arxea of
school life is bwine taken seriously by those in control.
Observation of learning and teaching together with an
adequate system of recording and analysis is required as
weell as an assessment. of puptl outcomes. This issve will
probably have to be grasped before proper consideration
can be given to the remaining components, instruction
and co-ordinatiun, and thely contribution to a pastoral
care system,

The need for a better service {8 obvious to many
caring teachers, but what of the pupils, the recipients
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of such a service? The comment of the principal of a
large co-educational secondary school with an active
pastoral programme reinforces the feeling of those
teachers who are striving to help:

Children seem to respond to offers

relevant to personal developmunt and
snatch at opportunities for it.

[y

This should surely provide an incentive for an assessment
by the schools themselves of their provision in this area.

.
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MATHEMATICS #DUCATION COURSES IN THE OPEN UNIVERSITY

J.R. McCartney

The Open University has at present three mathematics
education courses, Mathematice across the Curriculum,
which began in 1980, Developing Mathematical Thinking and
Calculators in the Primary School, both of which began in
1982. The first two are available to undergraduates or
to ‘associate students', All three are intended as in-
sgrvice courses for teachers, although others who can
yain occasional access to a school class can take them.
Calculators in the Primary School is intended for school-
based in-service work. However, it can be used for
individual study, although there are no marked assignments.

Both Mathematics across the Curriculum and Developing
Mathematical Thinking aim to influence teaching method
rather than content. The former suits teachers of 8 to
14 year old children hest, while the latter is appropriate
for any primary teacher or early secondary teacher,
fiowever, teachers of children outside these age groups
have alsco benefitted from them. Both courses congain four
"tutor~twarksd assidnments', the main one of which is the
student *'s analysis of a project. The assignments account
for 50 per cent aof the final grade for each course, an
examination covering the pther 50 per cent. 1t is hoped
that these lwo Cuurses will eventually farm part of a
Biplt a in Mathematics Education. However, the creation
of the Diploma seems to have disappeared far the moment
1Nty the university's labyranth of committees.

This paper will outline the basic aim of ecach of the
three courses and say something about the content of each,
followed by a few student reactions to the longest running
course, Mathematics across the Curriculum.

O
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Mathematices across the Curriculum

The basic philosophy of the writers of this course
is summed up by a gquotation from an Inspectorate report
Mathematics, Science snd Modern Languages in Maintained
Schools in England (9rn, "

The only justification for including
mathemat ice as part of the compulsory
earriculum for all children is the power
it has to explain..... But very few
people obtain this power by learning
mathematical skille in isclation; unless
most people see the applications of
mathematics A8 they proceed they never
see them at all,

Taking this as their starting point the course

writers aim to emphasige app%?cat!ons in the classroom

in the following three ways:

{a} Achieve a proper balance between ga1n1n3/>kills and
usting them, -

{b)] Build confidence in ci ildren to use cffectively the
mathematics they know.

To this end skills must be given in a variety of
contexts so that children gain a sénse of the appropriate
mathematical process to use in a given circumstances. AS
well as ensuring that the child understands what he is
doing confidence reguires the development of independence
in using mathematics. The child must be provided with the
confidence that mathematics helped to solve a problems
which was of concern to him, and that he was able to
select from his store of mathematical know'edge the place
which was the key to the solution.

{c) Bring a sense of reality into what happens in the

classroom.

The course aims to help with this by encouraging the
teacher to use group work on problems arising from the
pupils’ everyday lives. Of course this will involve
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skills aother than mathematical ones. The teacher himself
needs to have Lhe‘Eanfxdence not to force children into

a particular mathematical mould, but to allow mathematics
to arise naturally in the context of solving the p' ‘blem.
However, a»teaéher could anticipate that certain skills
might be useful for a given problem, and so he might
introdure or ravise these beforehand, or he might need to
rescue a frusctrated child who had perceived that a certain
calculation could be useful but was unable to carxy it
out . The goal !s ¢0 achieve fluency in uring mathematics
in pupils' daily lives.

This "real problem solving™ is exercised in particular
in the project which forms about 40 per cent of the
student’s work for the course. The problem should tackle
something of concern to the pupils, whose solution they
could reascnably hope to put into effect. This calls for
skilful handling of children’s ideas. Such suggestions
as "fre« the American hostages in iran® or “"demolish the
schioul tnilets™, although of possible concern to puplls,
might risk slightly inflaming international or domestic
relations if put jinto action. However, even in averting
such projects the teacher has the delicate task of retain-
ing 3 sense among the children that the prubleﬁ really is
theirs and that neither its selection nor solution are
being impnsed upor them. ‘

Some examples of projects which students have carried

Out are:

‘Share out the milk fairly.’ This was done in the pre-
Thatcher era of free school milk. .It wias carried out by

a class of six or seven year old children. Because same
children did not want milk there were always some bottles
left after break., These were usually consumed at lunchtime
by the biggest and strongest., S0, before their strength
had ebbed completely, ¢the small and weak devised a scheme
to allocate the surplus fairly. This was accepted by the
Principal and adepted in the school.

4
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'Organise activities for lunchtime on wet days.' This
work was done by a less academic fourth form of a second-
ary school. Previously on wet days pupils had been herded
into an assembly hall ¢to sit out the lunchtime in boredom.
So the whole school benefitted from this project. Perhaps
the most encouraging aspect of this work was the training
in interviewing given to the class by the English teacher,

_enabling them to interview successfully staff and fellow

pupils, gaining immensely in confidence in the process.

'Compile a homework timetable for form one.' This project
was done by bright pupils i{n a grammar school. It took
account of the wishes of staff and included a postal
survey of other schools to discover what their practice

wWas.

»

I hope that I have conveyed the impression that
throughout the project the teacher is attempting to
create an open atmosphere in the classroom. Of course, to
avoud chaos the class needs careful structuring, often
into groups who must keep in touch with each other during
their work. The teacher has to avoid the class simply
leaning upon him to solve the problem., Bowever, as every
experienced teacher knows, the more casual a classrooM
appears the more preparation has gone into creating that
atmosphere, at least where it is working effectively.

The "rea. problem project®™ is po excrption. As well as
the student's initial planning he is encouraged to take
stoc: of the projeet after each day's work and consider
possible directions in which it might move from there,
The reason for this "micro=structuring® combined with
'micro~opcnncss’3 is not to incite the teacher to channel
the project along his lines - quite the contrary. Its

purpose is

{al to anticipate possible skills, mathematical and others,
which the children might need, and teach or revise them if

required;
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(b} to anticipate possible special arrangements for the
class or a need for equipment and arrange this with other
staff in advance;

{c} to have ideas ready to stimulate any groups of pupils
who might have been discouraged. For example, a judicious
use of questions could enable pupils to realize that they
needed to gather fresh data in order to answer their
query. A teacher must learn to stimulate his pupils®
thinking without dominating itj;

(d) to provide a backcloth for the student's eventual
analysis of his pupils' work. Where this deviated from
the teacher's expectations might point to strengths or
weaknesses in the pupils' use of skills with important
consequences for their future curriculum.

1f a teacher is clear where his class could possibly
be heading, then he will manage the class with more
confidence, especially when allowing them to take an
unexpoected turning., He will alao find it easier to give
attention to an individual child who might be struggling.
Of course, inthe final analysis a teacher will evaluate
his own fajlures as well as his successes,

Apart from the project, a further 40 per cent of
the study time is devoted to the classroom treatment of
5ix themes 1n a manner which develops the fundamental
aims of the course. Actual classroom content based upon
these themes is chosen by the student, so that they can
Le usetful to puplls of any age group. The themes are: =

Planning

Measuring

Seeking out Relationships
Making Sense of Space

Taking Decisions

Representing for Understanding
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The structure of these thewmes is similar, so that
I shall consider one as an example, namely Seeking out
nelatiomahxps.‘ It -begins by looking at occasions when
as adults we use the idea of a distribution or at least
would be better served if we did. For example:

1. How many matches are in those boxes?
2. These batteries lasted only three weeks.
3. Shouldn't my eight year old be doing long
multiplication?
4. An advertisement: . o
We don’'t make average width shoes Jfecause
there's no such thing as an average child.
5. Examination performance of a school requires knowing
more than the number of pupils who reached a certain
level.

A further problem arises when we try to relate two
or more variables. We are used to explicit relationships
like

Cost = Price per Kilo x Weight.

But in many cases the relationship is less concise,'e.g.

the relationship between month of the yeax and the hours

of sunshine. Here a distribution describes the relation-
ship (Figure 1}.

&

J F M A M J J A & O N D Months

Figure 1: Average daily hours of sunshine at Aldergrove,

1931 - 60

Howevesr, often it is ugclear even what the variables
are in an everyday statement, much less any relationship
betwean them. And when the variables have been clarified
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we have to consider the strength of the relatiomship,
i.e. the possible effect of intervening variables.
For example:

The crime rate is affected by the severity of
the punishment. )

Nearing seat belts reduces reoad accidents.

Inflation really has soared since we joined
the E.E.C.

To enable children to gain experience with statistical
ideas like these gnd to appreciate their usefulness they
need to draw out the relationships in many familiar
cases. For example:

1. The school hockey team are doing well this year.
{Ap underlying distribution)

2. Serving school meals is slow because the sandwich
eaters are ‘n the gqueue and the servers have to wait
whren there is a gap between one class and the next. "
{Maybe there is a relationship lurking here, but it
is far from clear at the moment.)

A teacher can prompt pupils towards statistical ideas
by the use of probing questions. For example, he can
guide them towards thinking in terms of a distribution by
such guestions as:

Would I expect the same answer next time?
What are the largest and smallest values I would
expect?

Where are most of the values rlustered?
would it help to draw a bar chart or a histogram?

Asking pupils to convert the wording of example 2 above
into an "if ... then" statement might help reveal a
relationship,

After practice a teacher can induce children to ashk
similar quest:ions for themselves and begin to think
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statistically. This s not a formula for creattng'
statisticians ovornight, It is an example of a teaching
method and an approach to coptent that will enable
children to see the power of mathematics to explain and
its usefulness in their everyday lives.

Developing Mathematical Thinking

Using the ideas of Mathematics across the Curriculum
18 likely to involve guite a radical change in a teacher's
curriculum. However, the course Developing Mathematical
Thinking accepts the existing curriculum and {s attempting
rather to influence teaching style. It systematically
exploits the simple principle that teaching any mathemat-
ical concept is better done if children experience it in
a varivty of ways and talk about what they are doing before
any attempt is made to record the idea. Talking about the
fdea or the activity as they aré doing it helps children's
understanding of it and it also enakles the tecacher to
gauge when pupils are ready to move to the next stage
with that idea-perhaps, for example, to record on paper
what they were doing - which would occur at different
speeds with different children, The children's first
written account of an idea might well be non~standard,
perhaps much talking preceding the gradual evolving of
formal records.

Example:

Informal record

Four white rods and {our green are the same length
as four whites and reens, which is the same as
four pink rods.

Formal record

4 ¥ 1+ 4x 3. 4x (1 +13)
= 4 x 4
Later this in turn becomes an example for a
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generalization - the distributive law;
axb+axc=axt(h+e).

Thus mathematics i viewed as a spiral, each concept once
mastered becoming the starting point for a new general-

ization {Figure 2).5
\\\\; Symbolize new pattern

Manipulate
Sumbols
. Synbolise
New pattern
Manipulating
Pattern
Figure 2

Throughout the course a student is subjected to a
number of problems, s. that he can gain pexrsonal experience
of the mathematical thinking which he is trying to incul-
cate in his pupils.

For example:6

1. A shop is prepared to give me 10 per cent discount
on the price of a coat, but the marked price does
not include V.A.T. at 15 per cent. Do I benefit
more if the discount is deducted before V.A.T. is
calculated or if the calculation is done in the
vpposite order?

Divide the first equilatera), triangle into 4
identical pieces. Now divide the second one into
9 identical pieces. 1In the third equilateral
triangle, the shaded triangle whose sides are one
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half the length of the original sides is to be
tut away, Divide the unshaded part into 4
identical piecas.

The course also includes a project occupying about
30 per cent of the total study time. In this the student
is asked ta take a section of his syllabus on which he
intends to spend about two weeks work and teach it using
the style advocated in the course. He has to plaps how
to organize ihe class and to split the work into 4-6
themes., In each he plans activities and the "doing,
talking and recording® for the activity. Extensions are
preparced for those pupils who might need them. Finally
the student writes an evaluation of the project.

Calculators in the Primary School

This is a short practical course, its argument in
favour of using calculators in primary schools is confined
to one and a half pages. It wisely assumes that its
readership is the converted and devotes most of its pages
to problems, games and puzgles in which the calculator
is at least useful, if not essential. Some problems are
meant to challerje the teacher, although others are for
his pupils,

For example:s

Space Invaders (A game for children giving practice
with place value)

Enter a 3-digit number, e.g. 726. “Shoot down™ the

digits by subtracting them one at a time to zero.

ec.g. 126 Rey Display
~6 = T40
=20 - 700
-700 = 0

Alternatively, add digits to make the last three digits

ZCT0.
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e.9. 116 Key Display
“ = 730 ,
+70 = 800 :
4200 = 1000 i

The Influence of Mathematics across the Curriculum

The evidence of this is from two sources. Firstly,
one year after completing the course I have asked former
students about their use of 1t in the mpantime. Secondly,
studentsa' evaluations of their projects also reveal the
course’'s effect on their teaching.

Clearly, in problem-solving with pupils, teachers of
varying styles have experienced a sense pf conflict
between intervening and giving the children the confidence
that the problem really is theirs. To stand aside and
watch pupils make mistakes in the faith that through this
the children's ability to find their oun way through a
problem will gyrow is at variance with most teachers'
normal practice and a,severe use of time. Avoiding mere
frustration as a resflt requires careful judgement by the
teacher, One teachz:‘fxpressed her inner conflict thus:

1 asked guestiions and made suggestions
to help *heir thinking, but doing this
makes t..e children believe they don't
have to do the thinking themselves...
We stunt children's thinking by taking
over and making them do what we say.

Perhaps a couree such as this one ought to make
teachers more aware that adopting its ideas will radic-
ally affect the curriculum and thus they and other staf!
will be affected, perhaps quite fundamentally, But these
are the stormv narrows of curriculum change and anyone
ap rpaching them needs more than just a few helpful hints,
On: reacher revealed her conscicusness of the problem:
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Some of the staff may have felt threatened
and possibly feared what a auccessful
project might expose. In planning future
work I would be careful to choome a problem
which would encourage more interest,
co~operation and hopefully participation by
the reat of the staff. I would be more
aware of the politics involved in the
situation.

If teachers are being led by the course to such
realizations then, for me, the course needs no more

justification., Of couxse, one would like to feel that
this teacher built upon this experience and carried her

~ department with her. But the curtain is drawn. We can

but conjecture.

For the individual teacher, however, gne outcome is
definite. The course provides another platfcim on which
ue can stand and view his own practice. Even if he
decides not to change his habitual methods as a result,
nevertheless he has seen it from a8 new perspective.
Teachers accommodate various influences into their
existing practice, adding to the slow but steady current
of personal professional developrent.
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A STUDY OF THE READABILITY OF FOUR HISTORY TEXTBOOKS IN
USE IN SIXTH CLASS IN IRISH PRIMARY SCHOOLS

Aine Cregan

DESCRIPTION OF STUDY AND PRESENTATION OF RESULTS

In ordex to determine the readability of the four
history textbooks currently in use in Irish primary
schools, it was decided to assess them using the Cloze
Precedure, three readability formulae, and the subjective
assessement of teachers using these books. The main
thrust of this study was the examination by use of the
Claze Procedure of the readability of four history text-
books at sixth class level in the primary school. The -~

- texts will be referred to as Books 1, 2, 3 and 4.

{4) Construction of Cloze Teats

Using the Fry Readability Graph, the mean sample of
twelve randomly selected samples was chosen in each book,
This mean sample was to be the one on which the Cloze
Test would be constructed. Since each sample was only
100 words in length as required for the Fyy Readability
Graph, they were extended to at least 2%0 words ending at
a natural break, and every fifth word was deleted and
replaced by & blank of uniform lenath. A complete
sentence was placed at the beginning of each mesn sample,

The Drumcondra Emglish Test, Level III, Forkm A,
subtest 1 {vorabulary}) and Subtest 4 {compreboension} was
chosen to measure the reading abality of the subjects
being tested by the Clove Procvedure. This was thought
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tecessary tu provide a yardgtick with which the results

of the Cloze Procedure might be correlated. The
Drumcondra Test was selected berause it is the only group
redding test available which was constructed and standard-
ised in Ireland. It was felt, therefore, that this test
would be particularly relevant in the prescnt context.

fiiil) Description of the Population Sampled

The testing was carried out in thirty randomly
selected schools in the Limerick region. At the time of
selection there were 147 ordinacy primary schools in this
n«;ion.1 There were approximately four times as many
county schools as city schools {118:29) and therefore,
the thirty schoois chosen for the testing were likewise
categorised, resulting in six city schocls and twenty-four
county schoals being selected., A total of 748 children

were tested,

vl Prucedure

The testing was conducted st the beginning of the
schepl  yrar because the children would not yet be
familiar with the history texts in use in the classroom,
and there was, theretore, no danger of any child having
already seen the passage being used as part of the Cloze
test., This was an important consideration because it has
bren shown that if a subject has seen the test passage in
1ts entixety prior to the testing, then the results must
of nrcessity be 1nvalidat¢-»d.2 Each child was given Cloze
tests on two books ta complete - §,e, Group A, those
chisldren op one side of the desks, completed Cloze tests
on Books Y and 7, while Group B, their partners, completed
Cluze tests on Books 3 and 4, This methnd was chosen
boeaune it was frlt that to complete four Cloze tests
would be too exhausting for the children, and this method
of assjuyning the tests reduced the risk of any answers
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being copled. No time limit was placed on the children
for the completion of these tests., Every child also
completed the Drumcondra Reading Test.

{iv) Interpreting the Results

According to the normal curve of the standardised
Drumcondra English Test, those children scoring above the
mean {50 per cent) were above the national average for
the Fnglish Reading Test, and therefore, could be
considered to be above average in reading abglity.3
Similarly, those pupils who scored below 50 per cent were
rated as having below average reading ability. '

The criterion reference scores for the Cloze
Procedure se’ out by Harrison (1980)4 were adhered to,
i.e. 0 - 40 per cent -~ frustration level,

41 - 45 per cent - probably sultable at instructional

level, but A good deal of
- assistance would be required,

46 - 5% per cent ~ instructional level,

over 60 per cept ~ independent level.
The most important informatioa with regard to the inter-
pretation of these scores is that scores below 40 per cent
indicate that the pupils are reading at frustration level
and that a serious problem exists, whereas Cloze scores of
above 49 per cvent generally signify some level of compre-
hension which, with the aid of a teacher, may render the
textbook meaningful.

{(vi} Regults of the Study

An examination of the mean Cloze sScores obtained on
varh of the four books (Table 1) indicates clesrly that
the Closr scures were very low for each book.
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Mean Cloze Scores_on each of the
Four Historv Texts
and Mean Drumcondra Scores {N = 74B)

{iroup A Group B

“ .23 Scores .- N
Rook 1 Book 2. Book 3 Book 4
Mean Uloze
Scores 25.0% 34.4% 26.1% 24.,3%
Standard
Deviation 12.530 15.515 13.193 14.628
Mean
Orumcondra
lwcores 56.43% 56.413% 57,27% 57.27%
Standard
¥peviation 26.990 26.990 27.120  27.120

A i eiema e e .t e e

Despite the fact that the Drumcondra scores show the
pupils to be above the average in terms of reading
abslity, the Cloze scores {ndicate that in the case of
all four books the children were reading at frustration
level, The implications of this are only fully realised
en reading the words of Harvison (1980) who, refesring to
Bormuth {1969) states:

It would appear that the 15 to 40 per cent
¢criterion might be too low; Bormuth
himself suggests this and he quotes readers
as voiring the "strong objections” ard
e#xhibiting “signs of frustration and

inattention™, when faced by texts on which
Cloze scores were as low as 3% per cent., 5
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Table 2

Cloxe Results o each of the Four Texts
categorised according %o the criteria as
recommended by Harrison (1989), (N = 748)

-

Group A {N = 3§0) Group B (N = 368)
Ranked Score

Book 1 Book 2 Book 1 Book 4
Q0 ~ 40% 91.8% 64.,5% 86.4¢ 84.8%
1Frustration (349) {24%) {318) (312}
level) ‘
41 - 45% 4.5% 11.3% 4.1% 6.8%
{Instructional {17) {43) {15) (25)
level)
46 - 59% 3.4% 21.8% 9.2% 8.2%
iInstruc;ional {13) {83) (34) (30)
level)
60+% 0.3% 2.4% 0.3% 0.3%
{Independent {1} (N M n
level)

Investigation of the criterion reference scores
indicates that the great majority of the children were
readinby the texts at frustration level and, as seen in
the mean scores previously presented {(Table 1),
considerakly below what is commonly accepted as minimum
satisfactory comprehension level,

It was thought desirable in terms of valaidity and
reliability of results that moxe than just one method of
assessment be used. For that reason, three readability
formulae {the Fry Readability Graph, the Dale-Chail
Readabtlity Formula and the Flesch Reading~-Fase Formula)
wore applied to each cf the four books, and an average
grade/age level was computed for each book using each
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. formula. Formulae chosen were selected for their

reliability and particular sujtability for readability
agsessment at this age level.6

Table 3
Readabil ity Scores of each of the rour

texts according to the Formulae
Formula Book 1 Book 2 Book 3 Book 4
¥ry Graph Grade 7 Grade 10 Grade 9 Grade 10

(13 yrs) {16 yrs} {15 yrr) {16 yrs)
Dale-Chail 13.5 - 14.3 - 14-15 yxs. 14.83 -
Formula 14.5 yrs.  15.3 yrs. 15.83 yrs.
Flesch 15.47 yrs. 15,22 yrs. 15,32 yrs. 16,99 yrs,
Formula

While minor discrepancies are noted, overall the
formulae show quite similaxr results and it is clear at a
glance that as far as these three forpulae are concerned,
the four texts are consistehtly at a rgading level far
peyond that of the children for whom they are allegedly
suitable., Bearing in mind that the majority of children
in sixth class who would be reading these books are
eleven to tvelve years old, the easiest of these bhooks
{according to two of the formulae) i.e. Book 1, is at
least une to two-and-a-half years above their reading
Iavel, while the most difficult book {according to all
three formulae) i.e, Book 4, could be up to six years
above the reading level of the average child. ‘These
t indings help to clarify the causes of the frustration
experienced by the children invelved in this study when
required to complete the Cloze tests on the four books.
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Tab 4
Rank-~Ordering of the Four Texts in terms
of difficulty by the Formulae
Dale~-Chail Flesch
Rank-Order fFry Graph Formula Formula
1
{(Most difficult) Book 4 Book 4 Book 4
2 Book 2 Book 2 Book 1
3 Book 3 Book 3 Book 3
) Book 1 Book 1 Book 2

{Least difficult)

Two of the formulae rank-ordered tﬁe books in
exactly the same way (Table 4), the Fry Graph putting
Book 4 and Book 2 at the same level, while the Flesch
Formula rank-ordered two of the texts in agreement with
these formulae and showed a mean difference of only 0.25 of
4 year between the other two books {(Table 3).

The t¢ hers in whose classes the testing was
conducted were required to complete questionnaires which
would qive their subjective assessments of the textbooks
in question., 0f the thirty-four teachers in whose
~lasses testsR§ was conducted, twenty-three returned
completed guestionnalires.

The majority of teachers seemed pleased with their
textbooks and considered them suitable for the children
in terms of language used (Table 5) and in terms of the
background and reading ability of the children {Table 6).

iy
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Table §
Opinions of Teachers regarding Lanquage
difficulty of Textbooks (N = 23)

$ Percentage of Teachers with
Teacher Opinions that opinion
Too_ simple 0.0% {0
Just Right 65.2% (15)
Too Difficult 30.5% {7
No Answer 4.3% {1
Total 100.0% 123)

Table &
Opinions of Teachers as to suitabtlity of
language used in terws of backyground
and reading ability of pupils (N = 23)
No Answer
{because no
Teacher Opinions Yes No text used) Total
Suitable to 60.8% 34.9% 4.1% 100.0%
Background (1) . ( B) tn (23)
Sujtable to 56.5% 39.2% 4.8 100.0%
Rea:ling Ability 1 { 9) tn £23)

183

173




DISCUSSION r

Despite the opinions of teachers to the contrary,
performance of their pupils when reading these hiatory
texts would seem to indicate the uqsuitatility of the
books for the children involved in this study. This,
unsuitability is further substintiated by the results of
the most accurate and reliable objective methods of
assessing readability. One cannot but conlude on tle
basis of the available evidence that the current
situation is one where many of these children are
required to read texts which are unsuitable in terms of
readability. Such a situation cannot be considered
satisfactory. Ip view of this, it was felt necessary
to examine these history texts in an effort to determine
the possible cause of this problem. What is it about
these books that causes the children to experience so
much frustration when reading them? Aas mentioned
ecarlier, there are three factors in the text which
influence its readability:

(i) Style of writing of text - language uscd and how
it is written,
{11} onartent of text -~ information and concepts
presented, how they are gresented and dealt with.
{111} Qryunisation and precentation of text - legibility,
attractiveness of format, f{llustrations.

The four hooks were examined, bearing these points in
mind, and 1t was found that with regard to the style of
writing and the content, all four texts were gquite
inadequate.  In an exhaustive study of how to produce
more readable writing, Klare {(1976) says: "Research
suqyests that making writing more readable may involve
waord or sentence changes (preferably both).“7 With

regard to vocabulary changes he sugyests:

(1) Cheoee wonde which wil? be familiar te the Jutoaded
redere. These are gencrally words which have a high
f requency of cocutrence.
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{iid)

{iv)
{v)

(vi)

{1)

Choose short words where posatdie, because these
tend to be more familiar and more easily understood
by readers, e.g. words such as 'remained’ {(stayed),
'utilisation'’ (use), 'eventually' (at last),
'receiving' (getting) appear trequentiy in these
four history texts, adding unnecessarily to the
reading difficulty.

Use conerete rather thax abatract words as much as
possible. It is often difficult to avoid abstract
words such as bribexy, loyalty, defiance, reprisal,
independence, because of the comsplexity of the
concept which they communicate. Mowever, if it is
not possible to avoid them, they should be explained
either in the surrounding context, in perenthesis
immediately following the term, or in a glossary.

Replace rominalisations by active verbs,

By in.~lLuding pronouns and anaphora in the text,
text cukorance may be achieved, resulting in more
readable text. Lack of coherence in text was not
found to be a problem in any of the four texts
examined.

Use expresaions which are familiar to the reader,
and avoid such phrases as, "they had no securaty of
tenure™, "Dail Eireann ratified the Treaty",
"though he bre- *hed the walls®, "a crop subject to
disease”,

With regard to septence changes, Klare advises:8

Hedwoe loth aentence and clause length as much as
possible, except in cause-effect relations where

the relationship is more explicit in a long sentence
including the word “because”, e.g. the answer to

{a) below is more likely %o be satisfactory if a
student reads (b} rather than {c);
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{a) Why 444 the peasants revolt?

{t) The peasants revolted because the king raised
taxes.

{c) The king raised taxes. The peasants revolted.

tiy) Deercase the number of aubordinate clawcees in a

gntance.

(111) Prefer affirmative statementa to negative conolructions,
since pogitive constructions are more likely to be -
verified and with greater speed than negative construct-
iona. Also,they will be recognised recalled more ean:lly.g :

{iv) Awvord tRe pasgive voice a8 muoh as pogaible because
the active verb form is more familiar, more easily
comprehended and more personal.m

{v) Reducing the syntactic depth of senteneve is an
important method of rfeducing their cmplexity.”
The syntactic depth of a sentence refers to the
numbeyr of grammatical facts which a reader must
temporarxily hold in his memory while reading a
sentence.,

Othexr features of style of writing which tend to cause
difficulty include:

(1) The pregence of large sumber of modal verbs, e.g9.
"could®, *would® etc. These tend to make writing
more vague and abstract, .and are best kept to a

minxmum.,z

,f {41} The preeent participlc congtruction. When thia
construction comes first in the sentence, comprehen-
sion is made more difficult by delaying the
i tification of the subject.

(211) Idiomatic weriting. Edwards (19273) concluded on the
basis of his researxrch that "thgre was a positive
relationship betweea the incidence of idioms in the
test material and the amount of difficulty '

experienced by, the children.'13
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fiv) Source materdigl. Obviously an integral part of any
history text, source material is frequently presented
in difficult technical language. Source material
could’ be rewritten and presented in more suitable
readable language for children, without losing its

. authenticity, by following the guidelines for
producing more readable writing."

In an article concerning the effectiveness of the
conventional history textbook, Rogers {(1981) maintains that
*like all other forms of knowledge, history 1s a process as
well as an putcome, a “"know-how"” as well as a "know-that”.'®
Ho further contends that "unless the account the pupil
meets in his textbook is sccompanied by very substantiel
overt teaching of procedures, of which 4he account is shown
to be the outcome, there is no good reason why the pupil
should accept 1:."5 One finds, however, examples such as
the follewing in the currently available history texts:

Unfortunately, O'Connell and other

leaders, as well as many of the clergy,

looked upon Irish as a hindrance to

national progress. (Book 1).
No evidence whatever 15 offered here to indicate why
0'Connell and the other leaders took this stance., The
judgement is made for the reader who, because of the
absence of Lackground materxial, has no option but to
accept it. Moreover, the judgement has been made in the
context of today, showing little or no synpathy for the
situation as it existed at that time,

One of the most satisfactory methods of esgaging the
child in the modus operandi of the higtorian is to, present
him with plenty of well-written, suitable source material
and illustrations, and tg encourage him to use this
information to try and reconstruct the past.16 While
there is source material liberally provided in Books 1V,

Y} and §, it 1s in most cases very difficult to read and

177 187




O

ERIC

Aruitoxt provided by Eic:

~

comprehend, and in Booke 1 and 3 the vhild i asked to do
very little with {t. The situation is slightly betier in
Book 4, where there is guite a selection of reprint
paintings which the r uder is occasionally asked to
examine. However, this is not done often enough and
frequently the picture in the text is too small to enable
the child to see tho kind of detail regquired.

At an example of how these textbooks often fail to
engaqge the child in what Rogers (1981) calls the process
of h\story17 one might refer to the picture of a peasant's
cabin with smoke coming out the door which appears in
Books 2, 1 and 4. Only one of the three books (Book 4)
indicates the source of the picture, thereby adding to
its authenticity. Each of the pictures is accompanied by
a caption as follows:

An lrish prasant's cabin., (Book 2)
House of pooxr peasant, 1780, (Book 13)
A single-rocomed mud cabin drawn by Young in 1776,
1t lacks a chimney and windows and the thatch is
ip poor condition, {Book 4),
OUnly ope of these captions {(Book 4) makes any allusion to
the dilapidated condition of the cabin, and there uvbvious
statements are made instead cf questjoning the readers as
to the state of this cabin and why it should be so. A
series nf gquestions based on this picture could result in
the pupils discovering for themsselves to some extent what
life must have bLeen like for the eighteenth century
peasant .
suggeasted caption:
This i & one~proumed mud ¢abin drawn by o man
named Youny, who vistted Ireland in 1776,
Cupst sonn:

1) 1o what way §s this cabin different fram your own
house o .
f11) Can you suggest why no windows ate visibde? No
chimneys!?
{111} How do you think this cabin was built?
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{iv) Why do you think it had only one room?
{v) what do you think it might be like inside?
{vi) what do you notice about the field behind the
cabin?
{vii) Do you think this is a city or a rural scene?
why?
{viii) Is the area well-populated? Why?
(ix) How is this scene different from the Ixish
countryside today?
{x) Would you like to have lived in this cabin? Why?

fhis type of activity encourages the child to partake
actively in the process of history and thus gives more
relevance as well as credibility and understanding to the
account given, arising out of the source material already
presented.

With regard to the actual selection of content, an
unpublished set of guidelines for publishers issued by
the Department of Educaticn‘s emphasises three points:

{1} The emphanis an far a8 the content of the history
toxt in soncerned akould be on 1ife.
The idea was vexy evident also in the Sugdgestions
mooted by the teachers when completing questionn-
aires during this study. Comments such as the
following illuatrate the opinions of many of the
teachers: "Social history rather than battles and
risings™; "Less emphasis on battles and dates and
more on social history®™; "More detail about
interesting historical characters®; “Erphasi on
thé lives of the people and especially the ch:ldren”;
"More human interesat®. In spite ¢f this, however,
the four teoxts being considered deal virtually
exclusively in peolitics and battles - the 1798
rebellion, the Act of Unton, Catholic Emancipation,
the Yeuny Ireland movemnent, Home Rule and the land
War, the Fenian Fising, the First wWorld War, the
1916 Rising, the wWar of Independence, the Second
world War
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{14) Laecal history needs teo be emphasiceed as mpuch aqs

(ii11)

rosufblo.
This too was a point raised by the teachers - the
value of a text which provided "a guide on how to
research local history®, “advice on how to relate
national and interpational events with local
history". Obviously, any text can only offer
gquidelines regarding the study of local history,
but a text could contain a list of possible
resources as well as a set of general qugitions
which might act as a springboard for ¢hildren to
investigate the historical significance of theirx
particular locality. Books 1 and 2 of this study
provide no attempt to relate the content of the
text to the child's local environment. In Books 3
and 4 assignments sucp as the following are givent:
Where in your area would you think is a
suitable site for a hedge school? Remember

that you would have to keep it a secret,
{Book 3)

More sugdestiions and questions and assignments of
the type noted above would be of enormous benefit
in the prosotion of local history studies in which
the textbook would act as a powerful positive
catalyst,

The inclusion of line~of-dvyelopment ctudics in
texts at all lemVe.

fnly one of the four texts in question includes any
such study (Book 2}.

ORGANISATION AND PRESENTATION OF TEXT

that

The third aspect af test related to readability is
of how the i{nformation in the rext is organised and

presented, For children of 11 to 13 years this aspect of

text

doss not considerably influence their success with
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any particular textbook, especially if those children are
of average or above average reading ability.‘g Nonethe~
less, the format and legibility of a text can help to make
the job of reading to learn that little bit easier for
more able children, and can be guite an important aid for
the weaker child whose reading skills can be less than
adegquate.

Organisational factors which aid communication and
determine readability include indentation of paragraphs
the use of titles and sub-headings, the inclusion of
transition words in the text, and typographical effects
{bold print, italics etc.) Fach of the four texts in
guestion employed these strategies successfully.

With regard to the legibility of the texts, they
senerally satisfied the ciriteria for adequate legibility
{or the age group in question.ze All of the texts are
written in lower-case print. Three of them use serif type.
Justified typesetting is used in Books 2, 3 and 4, aud all
black ink on white paper. All four
trations. However,’all of the
fllustrations in Book 2 are’gketches. Complying with the
results of the research of Welss ¢1982),2‘ almost all
11lustrations are placed at the top or bottom of the page,

texts are pripted wit

texts contain ample i1l

in this way not interrupting the text. However, the best
use is not always made of these illustrations, and their
conpertion with the text is so Amplicit at times that
many children would fail to see it, and there¥ore the
value of the illustrattions is lost.

CONCLUSLONS

{1V A serious problem exists with regard to the readabil-
ity of the four currently available history texts for

sixth ¢lass in the primary school.
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{2) This problem is made all the more serious by its
widespread distribution and by the extent of the
frustration experienced by some sixth class children
xeading these historxy texts.

{3) The existence of such a serious problem in relation
tu one of the most commonly used aids by children in
the learning of history implies a detericration, not
only in the process of learning history, but also in
the amount of enjoyment experienced by children
during that process. . This in turn implies the
development of a negative attitude towards history
as a subject. It also implics the development of a
negative attitude towards other textbooks and the
Luilding up of feelings of inalfgguacy by the children
when faced with these textbooks, a feeling which
could ultimately lead to failure for many children.

{4) There are two main sources of difficulty in these

texts.

{a} The 1yl of writing of the texts is too
difficult for the children reading them,
incorporating as they often do, unfamiliar and
infrequently used words or constructions:

() The econt,nt of the text which is, to a large
extent, unsuitable for children in this age
group. How that content is treated is also a
ource of difficuliy, where history is often
presented as an acCount and nor enough attention
is given to the process of history.

{5} Beraase a great deal of the difficulty of history
arises from the complexity of the concepts which must
be communicated, it is unlikely that the textbook
difficulties can_gver be completely resolved. However,
Ly 1mplvmuntinjrthe‘bridelines for more readable
writina, and by choosing content more suitable for
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11 to 12 year olds, along with including in :i\e texts a
lot more source material and exercises encouraging the
child to actively work on the material and /in this way
exper'ience" history, one would feel that the disadvantages
accruing from the present obstacles can be either
negatived or minimised.
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READING STANDARDS IN FIRST YEAR OF DEGREE COURSES
IN HOME FECONOMICS COLLEGES OF EDUCATION IN THE
_REPUBLIC OF IRELAND \!
f

Eamonn O Baiolldin

bl
]

Reading standards in the first year of degree courses
were investigated over a two year period, 1978 and 1979,
in the Home Economics Colleges of Education in the
Republic of ireland, St. Angela’s College, Sligo, &nd St.
Catherine's College, Dublin. The mo;ivation to carry out
research into reading standards arose out of the commence-
ment of B.Ed. {(Home Economics}) degree courses in the
colleges in September 77, :

Degree candidates are éxﬁéeted to read for their
degrees, and it tends co be assumed tﬁat students posseld
the required degtee of competency in reading to fulfil
their purposes in entering degree programmes by virtue of

. the fact that they win access to their courses. Evidence

- that the assumption may not be justificd came from an
investigation of reading efficiency among first year
students who had been accepted in a range of Faculties at
University College, Galway, ir September 1974. The
incidence of reading inefficiency among the entrants was
51.40 per cent on a criterion deemsfd suitable for |
university students (Curtis, 19763. Widespread aqréemcnt
will be farthca&ing for the statement that adeguate
reading standards in stucents admitted'xo third level
courses are necessary if they are to fulfil academic
potential and justify the heav; £1ngncial and resopource
investment  in the provision of the courses. It is also
to be recognised that the need for adeguate reading levels
takes on added importance in subjects who are first year
student teachers. ’

*
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Thé Sample r

The studed® samples came from the first year intakes
to the colleges in September 1977 and September 1978. The
intakes were all of the one sex, female. The samples
representpd 88 per cent and 95 per cent samples of the
1977 and 1978 ntudent-populatioﬁ intakea in the cQlleges,
respectively, and gave a 91 per cent sample (N = 105) of
the combined 1977 and 1978 student~-population intakes
iN = 115}, .

The combined sample size held up well in the end-of~
first year retests; the lowest retest response rate
recorded was 85 per cent on the Marino Graded Word

Reading Scale. °

The subjects were matriculated students of either
“the National University of Ireland or Dublin University.
They had presented a mini{mum of six subjects at the Post-
Primary Leaving Certificate Examination, and achieved on
average three honours. Ninety-five per cent Of subjects
were aged between 18 and 21, and the mean chronological
sges of the yearly samples were similar, 19 yesars T#month.
Though the subjects were spread over a range of social
class categories - Professional (11 per cent),
Administrative, Execu ve and Senjor Salaried (17 per
cent), Intermediate Non-Manual (18 per cent), Skilled,
Semi and Unskilled (13 per ceat), and Farmers (41 perx
cent) - the combined research sannle was not represent- ..
ative of the sacial class composition of the relevant age~
group population of the Irish Republic.’

The pefformance of subjects on a wmeasure of non-
verbal intelligance Yieided 1nteresting comparative
results. Curtis found smaven's Advanced Progressive
Matrices Set 1 was adequate for entrants to University
College, Galway, in September 1974 {Curtis, 1976). However,
Set 1 was found not to be disciminating enough in the
1978;53’Z;ry test and it was replaced by the more
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demanding Set 11 in subseguent sessiGns. Mean scores

from these sessions did not differ significantly.’ Various
testings were combined and compared wi?h those of the .
normative sample of 170 university students {Raven, 19265).
The mean of the normative 'aample was significantly
superior to that of the combined 1978 May and 13979 January
safples, buti!as not significantly different from the mean
of the combined 1978 May and 1978 April samples.

- .
-

MEan

Sample N 5.0,
May 197§ & January 1979 104 19.51 (0.500" 5.13
May 1978 & April 1979 . 102 20.39 (0,56) 5.60
Raven's Normative Sample 170 21.00 (0.31) 4.00

-
standard error if parentheses,

it is apparent that the combined samples were
adequately representative of the population intakes to the
Home Economics colleges of education, and they were
composed of subiscts of university standard.

-~

INFORMAL EVALUATION OF READING STANDARDS

) The reading habits of subjects were surveyed
anonymously with the aid of open guestions (no lists
supplied) on a guestionnaire,

Qheir reading habits ip relation to daily and Sunday
newspapors indicated that-they read a wide range of ,
17 subjects {73 per cent) reported reading a,
daily newspaper everyday and B7 (83 per cent) read a daily
newspaper occasionally, i.e.: at least two days per week;
104 subjects (99 per cent) reported reading a Sunday

newspaper printed ir Ireland,

The reading habits of subjects in relation to
magazines/periodicals which wore neither prescribed nox
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recosmended as part of the degree studies ranged over

535 publications, 27 of which were read at every issue. .,
The most popular naga:inea were Reader’s Digest named

by 51 subjects (49 per cent): _Agg named by 30 subjects
{29 per cent); Women's Own named by 26 subjects (27 per .
cent); Woman's Weekly named by 24 subjects (25 per cent)%
Noman's Way named by 21 supjects {21 per cent) and Woman
nameéd by 17 subjucts (17 ar cent). It was not surpris-
ing to find woren's mag..ines and the Reader's Digest
popular among women subjects, but it was not expected to
find young women %o interested in a popular current
affairs magazine such as Time.

In, response to the question: -"Have you read books
which were neither prescribed\nor recomwended as part of
your course studies sance Septe-bér?', 83 subjects
responded in the affirmative and 64 of them were able to
give some backing to their responses by naming at least
two books they had read. This yielded a range of 185
non-prescribed books, reportedly read in the periof from
Septer'. @ to Jandary of the first year in college, which
were ,hly representative of contemporary papefback '
fictidn of a good standard. Authors who may have becen
encountered as part of the postLp:imary English syllabi -
Jane Austen, Emily Bronte, Charles Dickens, J.D. Salinger
and John Steinbeck -~ are included in the list, but
generally the books named by subjects were those of
successful contemporary authors. The most popular authors

‘'were Walter Macken, James Plunkett, Harold Robbins,

John Steinbeck and Leon Uris,

subjects rated their xeading habits ip relation
to bougks which were non-prescribed for course studies
according to the fellbving categories: Never/seldom which
meant that a subject read no more than three books per
year; Sometimes which meant that a subjdet read four/eight
books per year, and Frequently which meant that a subject

*
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read @ minimum of nine QOOks per ‘year. Analysis of
variance in thefr readinq_attninment, reasured by various
tests, indicated the superiority af subjects who -
frequently refid books with referance to vgcabulary and
overall reading attainhent, and also in rate of reading.
However, the self-rating reading cateqories were not »
found to be a source of varlation in either cral word
recoguition or comprehension attainment. ‘

EVALUATION OF GENERAL CULTURE LEVELS

The levels of general cultyre of the subjecCts were
measured on a inventory of authcrship of 40 books and
plays. Subjects were requested to furnish the names of
the authors. The 40 titles listed-in the inventory were
copside}ed to be representative of the major histuri}al
and literary works through the centuries. They were
sclected from Hopkins General Culture Test (Hopkins, (1972).

The subjects achieved iov standards of general
culture, " No subject was ‘able to name the authors of the
following ten works: Look Back in Anger, Cocktail Pasty,
The Rivils, The Lady's Not for Burn\ng, A Farewell to
Arms, L'Avare, The Decline and Fall of the Roman Eﬁg;;e,
Kenilworth, Candide, and The last Chronicles of Barsex.

One subject only was able to name the authors of the
following five works: Pilgrim's Progress, Under Milk

¥Yord, Peter Pan, Death of a Salesman, and Madane Bovary.

Two subjects woere able to name the authors of the
following four books: A Passage to India, Brave New World,

Tom Jones, Crime and Punishment.

Three subjects werce able to name the authors of
Timon of Athens and Dr. Z2hivagqo. Four subjects correctly

named the auwthor of They Three Musketeers. Between five and

nine subjccgs were abld to name the authorsd of the
forllowing works: The Houn¥ of the Baskervilles, Adam Bede,
T )

i
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Vilette, Summa Theologica,and the Koran.

There were only 13 works the authors of which were
correctly named by ten or more subjects,

Three of the five works which had the highest correct
response rates - Mein Kampf {48 per cent), Das Kapital,
(45 per cent) and Origin of Species (36 per cent) - were
unlikely to have been known to subjects other than by
reference. It is possible that the remaining two works -~
war and Peace {51 per cent) and Gulliver's Travels {42
per cent) - were known to subjects from reading the books.

The distribution of correct responses specified
according to the numbers of works the authors of which
were named by’subjects was as follows:

Number of subjects

Number of orrectly naming
Bouks/Plays v&fﬂm/?luﬂ (N-105) Percentage
0 b 9
LN . 10 9.5
2 14 13
3 10 8.5
“; 4 13 12
A 14 17
f, 12 11
! ¥, 7
H Z 2
K . » , ?
10 o 4
11 1 1
12 : 1
i3 1 1

10% 100%

PRI

fherefore the General Culture level of the combined sample
{N = 10%) can be starkly summarised. On an ipventary of
40 titles, #6 subjects {81 per cent) were unable to
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identify more than six suthors and 100 subjects (95 ger
cent} could not name more than nine authors correctly.

Though the acquaintance of subiects with the authors
of the selected books arid plays was disappointingly low,
the relationships between correctly naming authors and
reading attainment, measured by various tests, were ”‘L
found to be positive, moderately strong and siqnificémt.ﬁ
Tetrachoric correlations of the following order were
report edy ’ e

*

Vocabul~ Comprghen- Total Reading Oral Word

ary sion {VeC) Rate Recoonition
Geoeral 0,56 0.40  0.61  0.03 ™59
Culture P-0.6002 P=0.0128 P=0.001 N.S. P=0.0002

»

The rnlat;3£§ﬁips between General Culture and reading
compared favourably with those established between Leaving
Certtficate EfNglish grades and reading. Leaving Certif-
tcate grades in Foglish correlated {tetrachorically) 0.58
{P - 0.00022) with vocabulary; 0.29 (N.S.) with compre~
hension; D.58 (P = 0.00022) with total (V + C); 0.32
(P . 0.0466) with reading rate and -0.08 (N.§.) with oral

. *
word recognition.

FORMAL EVALUATION OF READING STANDARDS s
E 1L

The reading standards of subjects were established
with the aid of two tests. The Nelson-Denny Reading Test,
Furm D, (Brown, 1973) yielded mzasures of vocabulary oﬁ
a 10-minute group test, comprehension:’ma 20~minute group
test, total (V + ) reading competenzy fromputed from the
vocabulary and comprehension tests, and reading rate on a
T~-minute timed test whlch was part of the comprehension
test. The Marino Greded Word Reading Scale {0 Suilleabhain,
1970} 1s an individual test of oral word recognition and
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e pronuunbiati?h which repogts results in reading ages. The
Scale was administerear from age-level 12 upwards according
to a magking schedule which applied the guidelines of the
phonetic scheme contained in the Concise Oxford Dictionary
(0.U.P.," 1974) to the words.

i

The five research variables wefe deemed suitable s
measures of the reading attainment of subjqets in the
" combined samples as a result of §n investigation of the
homogéneity of the attainment of the yearly samples and
the reliability of the tests. Reliability coefficidfhts of
: the following order were Q?tablxshed: vocahulary, 0.%3;
comprehension, 0,77; total (Vv + C), 0.91; reading rate,

*

0.73; and the Marino Scale, 0.84. .

The norpative samples by age and grade-level compar-
isons foi1 the sﬁhjects in respect of the Nelsorn-Denny
Reading Test were Grade 13 at the beginning of the yearx
and Grade 14 at the end of the year. The normative Grade .
11 sample was composed of 929 students drawn from four-
year colleges and 1,018 students drawn from two-yeal
colleges.  The normative Grade 14 sample was composed of
417 students drawn from four-year colleges and 1492 students
diawn from two~yenr colleges (Brown, 1973, table 17, p.26).

v The samples were drawn to reflect the most pertinent
characteristic of American colleges, the distinction of
four-year versus two-year enlleges (Brown, 19713, p.Zﬁl.'

The subjects of the combined research samples attained
norms at tae beginning of the year, and Grade 14 norms at
the end of the year,

In comprehension, the subjects attained scores which
wiire twou full aqrasdes inferior to the appropriate Grade 11
norms at the bedinning of the year, but their end-of-vear

SUOLeS woete eguivalent to the Grade 13 norms.
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Noune of the normative distributions ranging from
Grade 11 to Grade 14 closely ritted the distribution of
reading rates attained by the subjects dt the beginning
of the year. Grade 13 norms, however, were recommended
to measure the cnd-of-year reading rates attained by the
research subjocts. ' »

The vocabulary and total or overall reading standards
of the subjects must be viewed with some satisfaction,
especially when availability of ongoing reading tuition
in American High Schools is contrasted with the non-
existence of such programmes &n Irish post-primary schools.

The standard attained by sunjects in comprehension
must be vidwed with alarm. Reading comprehenston pas beoﬂ
sdent $f1ed as one of the most important study skills in
college {Pauk, 1969; Dechant, 1970; Sherwood, 1977). A’ _
twu-year deficiency in comprehension 48 a severe handicap
for entrants to deyree courses to carry, and calls for
remediation. « The inmprovement of twoe grale levels
achicvvad by ¢’ subjects in comprehension at the end of
the year 1s welcome; it must be interpreted as an endorse-
ment of the learnany potential of subkjects in the context
set by thetr course regquiroments and expected standards,

*The Nelson-Denny Reading Rate subtest was found to
behave erratically, and 1t rendered the clamm that one-
mipute timing  units provide an accurate measure of
reading rate rather suspect {Humphreys, 1957),

The normative standard of the Marino Graded vord
Reading Scale was based on the chrone logical age of
subjects, Sance the ceiling age on the Martno Scale is

- 20, the ages of subjects who were alder than 20 were

treated as 0. A total of ten ages had to he adjusted to
the teiling age of the Marino Scale., Significant
differences were found boetween Marino ages and chronolog-
ieal apes of subjects; their mean Marinoe aue was 16.68

years wheteas thett mean chronological age was 18,88 years.
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This result was deemerd typlocal of entrants to the Home
Eronomics (olleges of Education.

READING STANDARDS AND RE£RDABILITY OF *EXTBODRS

The adequacy of reading standards can be judged from
the match of the readability of designed textbooks with
the established ;Eadinq levels of subjects (Belden, 1962).
The readability ievels of a sample of ten textbooks,
representative of the disciplines studied in the firast
year B.Ed. {Home Economics) degree courses,were established
by averaging Smog ratings and criterion-referenced assess-
ments. v

The Smog Grading Formula was devised by McLoughlin
{1969). 1Its main advantages over rival faormulas were that
it used a larger sample of words, 600 approximately,
instead of the 100 or 200 words in other for  ‘as, and it
took into account both semantic and syntactic difficulties
of text., However, the limitations of the readability
formula had to be recognised, it failed to take into
ac 'nt many of the quantitative characteristics of a good B
textbook, an: it had doubtful application to texts which
are saturated with -. hnical veocabulary and scientific
symbolism. “The 5 {,rmula in company with its rivals
ignored the cualitative characteristics that a reader
brings to the reading of a text. Therefore, the
following criteria were employed to rate the readability
vf the selected texts on well-defined scales:

Fstimates of (i) the number of polysyllabic words,

{ii) the complexity of sentences,

{ii1) the style of presentation,

{iv) the density of concepts,

{v) the quality of typography and

{vi) the organisation of the text for learning
were cemanded and they were synthesised into an estimated
grade level for readability.
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The readabili+ levels of the samrle of first year
texthooks were reposted as follows:

Criterion~
Referenced
Text Smoy Asgsessment Average
1. Chiid Development
and Personality 16 14 .15
2. Cooking Explained 10 10 10
3. "0* Level Cookerxy 1% 10 10.5
- 4. Voghe Sewing Book 12 12 12
P. .
5. Clothes, Their
Choosing, Making
and Care 12 12 12
5. House Craft,
Principles and
Practice , 12 10 *1
1. Good Housekeeping, '
Running a Bouse is
Fun 10 10 .10
8. Core Chemistry 12 12 12
. Science of Howe
. Economics and
anstitutional
Nanagement. 13 12 12.5
10. Chemistry 13 13 13

Mallison's (1954) criterior for independent reading
was applied to the readahility of the texts. Mallison
warned that the reading difficulty of books must be at
least one grade,level below the reading leveél of the
students if they are to be effective learning tools. This
criterion was applied vith reference to the Grade 11
comprehension level of subjects. Therefore, a base
readability level for independent reading was set at
Grade 10; readability levels between 11 and 12.5 were
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associated with instructional level reading, wd a
readability grade of 13 or higher was agsociated with the
frustration level of reading. The comparison between
reading comprehension levels of subjects and the readabil-
ity of ten texts is summarised as follows:

Number of
Reading Level Textbooks Textbooks Percentage
Independent {2} Cookexy Explained
Reading {7) Good Rousekeeping 2 20
(Grade 10) .
Slight {3) "0" Level Cookery
Difficulty (6} Housecraft . 2 20
{Grades 10.,5~11) .
o=
éegtructional {4) Vogue Sewing Book S
vel Reading {5) Clothes %
{Grades 12-12.%) {B) Core Chemistry § 40
(9} Science of Home .

Bconomics and

Institutional

Management
Frustration {1} Child Development
Reading {10} Chemistry 2 20

(Grades 13+)

The table shows that 60 per cent of the textbooks surveyed

were found to have readability levels which plaged them at

least two grade levels above the grade 10 standard reguireéd
for independent reading. Sixty per cent of the texts were

inappropriate for the measured reading levels of the first

year student-teachers. ’

CONCLUSION

The data contained in tne paper strongly support
recommendations that (i) entrants to the Home Economics
Colleges of Education would benefit academically from a
reading improvement course in comprehension, and (ii) that
textbooks compatible with reading levels be assigned tb
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entrants. The 1nplehent1ng of these basic recommendations
would undoubtedly enhance learning productivity in the
colleges.

Finally, the thrust of the data presented in the
paper is provocative and, hopefully, it will result in the
focusing of attention on the potential challenge in other
third level institutions pos#éd by the reading standards of
their student-intake.

23()&‘ 198




REFERENCES

Belden, B.R. (1962). Utilisation of Readability Formulas
for Effective Instruction, Eleventh Yearbook of
The National Reading Conference. In Bleisner,
E.P., & Staiger, R.C., (Eds.) Milwaukee, 139-147.

Brown, J.I. (1973). Nelson Denny Reading Test,Fornm D,
Boston: Houghton Rifilin.

Brown, J.I. {1973). Nelson-Denny Reading Test, Examiners’
Manual, Form C and D, Boston: Houghton Mif n.

Curtis, R. (1976). An Anvestigation of Reading .
Efficiency g First Year Students at

Untiversity College, Galway. Unpublished B.A.
Dissertion. National University of Ireland.

Dechant, E. (1970). Diagnosis and Remediation of Reading .
Disability. New York: Parker Publishing Company. '
Hopkins, W. ({1972). Measuring General Culture Among
Student Teachers. Educational Research, 14,
147~151. -

-
4

Humphreys, K.H. (1957). An Investigation of Amount-Limit
and Time-Limit Methods of Measuring Rate of
Reading., Journal of Developmental Reading,
October, 41~-54,

Mallison, G.G. (1954). The Reading Difficulty of Textbooks
for General Physical Science and Barth Secience.
School Science and Mathematics, 54, 6§12-616.

Moloughlin, H.G., (1969). Smog Grading - A New Readability
Formula. Journal of Reading, May, 639-646.

O Suilleabhain, S. (1970). The Marino Graded Word Reading
Scale. Dublin: Longman, Brown & Nolan,

Pauk, W. {1969}, wWhat Should Reading Tests for High School
and College Freshmen Measure? Journal of the
Reading Specialist, 9, 1, October, 2-4, 11.

Raven, J.C. {1965%). Advanced Progressive Matrices
Sets 1 and 11. London: H.K.Lewis & Co.

Sherwood, R.L. {1977). A Survey of Undergraduate Reading
and Writing Needs. College Composition and
Ccommunication, XXVII, 2, May, 145-149, i

209

)
o 199




v e s
DINRPEREO I 1N

Loa ' .

Irink Eduzational Studies, Yol.3, Ne,1, I8t4.
RESPONSE TO LT ATURE AN ENPIRICAL STUDY

" Bernard O'Reilly

INTRODUCTION X

In his essay, ‘The Uses of Literature',‘ Cleanth
Brooks presents seven possible 'uses’ for literature.
They range from keeping up with the fashion or providing
eycape and pleasure, to the more serious uses of providing
a special form of vicarious and specific knowledge, of
helping to form a true vision of reality and keeping
language fresh and vital.

The preamble to the Englisgh lzterature programse
studies in Irish post-primary lchoolsz encourages some of
these uses of literature. Thus a stated aim of the first
year course is to impart 'a growing enjoyment of reading..'
Among the aims of the Leaving Certificate course are:-
to 'assist pupils to come to grips with their environment’,
and to 'widen and deepen their visionof 1ife', It is
also hoped that the study of literature will ’perfect
their mastery of language'. The preamble also says that
‘authentic personal response (to literature) should be
encouraged’ and that ‘sound criteria of literary judgement
and good taste should be cultivated'. When to these is
added the aim of.. 'cultivating in pupils an understandinq‘
of and an interest in good literature' all of the
officially formulated aims of the teaching of English
literature in Irish schools have been noted.

But whet are the outcome:s of the teaching of English
in Irish post-primary schools: Outcomes can be reported
in terms of grades in English at Intermediate and Leaving
Certificate examinations but such grades will tell us
little about the extent to which students 'enjoy reading’
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nor are they indicators of the 'authenticity’ of students®
response. Two studien, McNamara and Hadnu:’ and Johnsun‘
suggest that the highly cognitive bias of guestions in
English Literature in these examinations, militates
against 'authentic' response in favorr of memorisation,
aQainst affective outcomes in favour of cognitive‘ones.

It was then with & practising teacher's desire to-
know the outcomes of his endeavours that the present
study was undertaken., Do students have an interest and
take pleasure in reading literature? How do students
approach a literary text? Do literature lesscns make ®
students more competent in thelr handling of texts? 29
puplils respond differently to literature in general and
to specific texts over the course of their school careex?

These were the generalised questions which initiated the
study, o

Rescarch in the empirical tradition into what is
response to literature is generally conceded to have been
initiated by the publication in 1929 of Practical
Criticism Ly 1.A. Richards.s Overviews of rese@arch in
this area such as Squire,6 Banson,7 Cooper,8 and Petrosky-
Koziol® all note the influence of Richards as seminal.
Significantly too these overviews also agree in aee;nér
the Purves and Rippere study of 71968, Elements of Writing
about a Literary Work - A Study of Responses to .
Literature’o as a major breakthrough, as the 'foundation
for the field' {(Petrosky-Koziol), as *sure to be used in
years ahead in studies where analysis of individual or

group response protocols is required.’ (Cooper) This
study in turn provided the basis for developing a set of
measures to explore response to literature which were
used in a study spronsored by the International
Association fox the Evaluation of Educational Achievement
{1FA) and reported by Purves."
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This latter study provided a conceptual framework

and a wide ranging set of ‘instruments with which to carry
out an e‘piricaﬂ invgstigation in the area outliqed by

the questions above. The I.E.A. study, reported by

Purves became the parent study, making it possible to -
measure and compare interest in literature, modes of
reaction when reading a story, and levels of understanding.’

. The I.E.A. study was a cross-ndtional survey carxied
out in nine countries. In sach country two age levels
were studied and compared. The study on which this paper
is tu\sml‘2 was conducted in one Irish co»edunationil’post-
primary school of.445 pupils and data was gathexed
relating to pupils in all the second and final year
classes.

. .
Table 1 Study Sample ~ Age

13 i
Second Year | N ‘Mean Age (8.D.)
Boys 55 4 yrs 6 months 8 months
Girls 49 4 yrs 6 months, 8 months
Total 1047 14 yrs:6 months 8 wonths
Final Year N. seah Age {5.D.)
Boys ' 23 17 yrs 1 months 6.2% months
Girls 32 17 yrs 7 months 7.7 moaths
Total ’ 5% 17 yxs 8 monthe 7.1 monfghs

English is the mother-tongue for all the students in
the sample, )
L

o

CONCEPTUAL FRAMENORK AND STUDY INSTRUMENTS

Response to literature, according to Purves ils~

the ongoing interaction between the
individual and the work, an interaction
that may continue long after the reader

:3:113, 202
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has finished reading. This response is
never sade fully explicit, for one could
not tell of all the asscciastions, ideas,
feelings and reflections that’ take place \
as one reads & novel, ox after one has :
" finished it. Certain indices of this
res 8. '¢an nonetheless doe obtained and
do expressed, and it is the
training of the expressed response that” ‘
ia carried on in the achoolgsrs 13 ’
Yet in the classroom a student's res se will be like
an iceberg: only a small part will become apparent to the
teacher or to the studeny himself. Teachérs deal with
the visible part of the iceberg whenever they lead a
class discussion or assign an essay topic on a literary '
work. This expressed response to literature is the cbject
of study reported here. The focus is further narrowed by

limiting the areas of exp;etsed response to the following:

* the approach of pupils to specific teyts
* the approach of pupils to literary Mexts
+ in genexal
*+ pupils® capacity to comprehend and
interpret specific texts -
* the ingfraction between nteratu%d
their lives as reported by the pupils
*+ the attitudes of pupils to literature
as a schocl aubject..

To identify pupils' approach to literary texts a set
of 20 questions {See Appondix 1) was presented to the
pupils on three occasions - after raading each of two
short stories, and a third time, without rzference to any
spacific text. They were instruczad to choose the five
'most important’ guestions. The freguency with which
individual questions were chosen gave 8 pattern of rasponsc:
for each age group.“ The stories used were ‘The Sea’ by
Spanish author Ana Maria Matula and 'The Use of Force' by
William Carlos Williams.

213,
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Tﬁ.~puplln' capacity to comprehend and interpret
specific texts was explored by two sets of multiple
choide juestions relating to the stortes. 'S sLiterary
forms other than the short story were not used; howewver,
the choice of texts does attempt to redross this
exelusion.16

The I.E.A. study employed two instruments to measure
the interaction hetween pupils' lives and literature: one
to measure 'Interest’, the secqu to uea;ure ‘Transfer’
or the extent to which literary expsriences are brought
to bear on life and vice versa.'’ Howgver, because of
some considerable misgivings about the interest measure,
and to ascertain pupils' gttitudes to literature as a
school subject, an additional questionnaire was used.
This gquestionnaire was devised on the basis of items used
by Yarlott and Bsrptn.’g (See also Appendix 2.)

18

RESULTS

When the two groups within the study sample, the
second year students and the final year students, are
compared in their response patterns, a number of points
are suggested by tha data,

Firstly, on all three instruments measuring this
area of response, there are strong and highly significant
correlations between the ranking order given the 20
quist ions by the two growps {See Table 2}.

Table 2

Spearman’s Rho Correlations between ranking of
Questions: for Second and Final Year Students

» R P
&

"The Sea” .644 P < .01
The Use of Force .773 < 01
Without reference to text .697 P < 01
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Bowever, when individual questions were loored at,
as expected, some slgntfxcnn:‘dsfiernncas do appesar. The
most consistent of these differences is on the guestion
230 (What happens in the story?). Senior students
significantly move away from regarding that as an
important question. Senior students also move, further
away from attaching importance toquestion 270 (What type
of story is it? I it like any othexr story I know?) and
this movement is significant in two out of three
inatruments.

Table 3
Questions on which differences betwesn
proportions of groups choosing is
significant at .05 (Fisher Test)
"The Seca™ Use of Force Without Text
210 (5" 120 () = = 230 (~)
220 (o) 210 (-} 270 (-)
230 (= 260 (~) 300 {-)
240 ()} 280 {-)
270 €~} 240 (+)

*Note: (+) tndicates an- increase in proportion from second
year: (~) indicates a decrease

The greatest nunber of differences between the age
groups occurred after reading The Use o% Force. Two are
of particular interest. The first is on gquestion 120
(What emotions doss the story arocuse i{n me?). On both
other i{nstruments the age groups ranked this question very
highly but after reading this emotionally charged story
the younger group drop their ranking considerably. It may
‘ be that while the 14 year-olds were able to contemplate
epotions being aroused in them in the abstract, when the
emot ions were activated however, they hécnnn apprehensive
and less willing to acknowledge their importance. The

t
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sepior students on the other hand were able to accept
this smotion in themselves with eguanamity and to
acknowledge the importance with which they held the
question. .

The second difference relates to gquestion 280. {When
was the story written? What is the historical background?
ete,} Neither group ranks this guestion highly but after
reading The Use of Force the diffe: »nce betweon the
groups on the item is significant., What is of interest
is that the senior students are the less interested in
historical background and biographical material. Previous
studieszc suggest that as the result of literature
courges, this type of guestion would be judged 1mporrant“
by senior students. The reverse seems to have been the

case in the groups studied.

Table 4
Response Preference Consistency
Choosing 3 or Choosing 2 or Choosing 1
more questians more guestions more questions
on each of 3 on each of 3 on each of 3
megfures measurcs meaBUres
Second N = 12 N = 29 N = 6B
Year $ = 13,6 = 32,9 v = 77,2
Final N = 7 2 N = 2D N = 35 )
Year % = 13.4 ¥ = 38 %2 = 67.3
z+.038 (N.S.} z=1.08 (N.S.) z2=1.29 (N.S,)

{(z » 1.96 = P < .05}

Another reversal of the expected pattern is reported
1Q’Tables 4 and 5, It was hypothesised that the senior
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students would boe nofﬂbconsistent and more definite in
their chofce of tmpnrtént questions than the fourteen
year nlds.  fn this study data, however, the second yeaY
punils are the more consistent and the more definite in
their responses, Table ¢ presents data and in all but
ene of the data categories the junior students appear the
mure congistent though in no case does the difference
reach statistical significance.

The mean freguency of choice, averaged over all
iuestions, is 2% per cent since five odt of 20 questions
wirre chosen oh cach measure by cach atudent. The standard
deviation, therefore, iodicates the degree to which
students moved away from that mean towards unanimous
acveptance or rejection of any question.

Fallowing Purves then it is hypothesised that final
yoear students will show a greater divergence from the

25 per cent mean.

Table -
Standard Deviations from 2% per cent mean
Fregquency of Cholce for any one item
e A e e . _— -
The Use of
The Seaq Force Questioanaire Overall
U O WSV PRI S
Second
Year 12.7% 12.75 10.496 12.1%
B . PRSP S -
Final
Year 7. 66 9,14 H.41 8.41
T USRI S

Loss 10 Standard Deviation from junior tquenior groups:
.73

Table 5 indicates that for the sample studied the
Jeverse has happehed.  The junior students were the more
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definite in their responses and the senior sample kept
closer to the ‘average response’.

This finding could possibly be interpreted as indic~
ating that there is more confused thought and unsettled
judgewsent among the more senior students. If this
1nterpretatf6§"ia correct it would indeed be unsettling,

Achievement

On the achievement instruments the expected variation
hetweon junior and.senior students was evident. Nonethe-
dess there was not significant difference between the two
groups on the achievement score for the enig&stic story
The Sea. (See Table 6},

Table &
Achievement Scores
A. ‘The Sea' {Range © - 17}
e »
Yoar 2 (N = 102) | Final Year (N = 54)
.
Mean 9.6 . 10.72
5.0, 3.07 2.140
t = 2,33, 4f = 158, N.S8.
B. *The Use of Force! {(Range 0 - °9)
Year 2 (N - 93) Final Year (N = 54)
mean 11.64 13.12
s.D, 3,02 .11

t = 2.87' df = "6[ P < .05
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Table & {(Continued) i

c. Total Achievement {Range 0 - 38)

Year 2 (N = 91) Final Year (N = 54)

Mean 21.27 23.87
5.D. 5.68 | 4.66

t = 2,83, af - 145, P < .05

It would appear that the sentfor stdents were not signif-~
icantly better equipped to understand and interpret it
than the junioxr students.

To compare the athievemant scores returned in this
study with scores reported in Puxvasz1 as natural mean
scores for some of the English~-speaking countries, may be
of little validity. It may nonetheless b= of interest
and is presented in Table 7.

Tahle 7 .

Study/English Speaking Countries:
Mean Achievement Scores

{(Range : 0 ~ 36) Mcan Scores

Study | England | Bew Zealand } U.S.A.

Second Year

Pupils 21.2 |* 16.1 16.7 16.5
Final Year 23.9 26 .8 26.4 21.9
Pupils
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It is sufficient to point out here that a national
study of achievement in literature on the model of this
study would yield extremely interesting data for
comparative studiesn.

Transfer and Interest

The review of the literature?? suggests that there
will be a-change in general attitude to and intereat in
literature betwean the two age groups. Three instyruments
were used to gather data in s area: two of them taken
from the parent study, Putves and the third adapted from
Yarlott and Harpin. PFrom Purves a ten item instrument to
measure transfer (the extefit to which one brings literary
experiences to bear on the rest of one's life and vice
versa) and a ten item instrument to measure Intersst were
boxrowed. '

Fbr each student in the sample a Transfer score
ranging from ~30 to +30 and ap Interest score ranging from
-27 to +27 were available. Fu.- each group mean and
standard deviations were calculated.

Table 8
Second Year/Final Year Transfe: Scores
{Range =30 to «33)
Second Year (N = 93) | Final Year (N = 55)
Mean - 5,02 - 2,05
S5.D. 8.85 9,19

t = 1.6‘ daf = 1‘6’ N.S.
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Table »
Second Year/Final Year Interest Scores \
{Range =27 to +27)

Second Year (N = 91) Final Yeaxr (N = 54)

Mean - 4,92 - 5,48
S.n. 6.41 7.75%

t = 0.46, af = 145, N.S.

Tables 8 and 9 suggest that junior and senior groups
in our sample do not differ significantly in the degree
of thfir interest ox their 1nc11natf%n to 'Transfer'. On
the Transfer and the Interest measures both groups return *
negative scores, suggesting littls Transfer and low
Interest. The movement however, is towards no;e Transfer
and less Interest on the part of the senior pupils.

Reservations have already been expresaed about the
valiaity of the Interast measure so a supplementary
exploration of this area was caryied out by means of a
general questionnaire {(See Appendix 2). Results on this
inetrument suggest that seniox students seem less
inclined to reread school literature, 24 per cant saying
they never do as opposed to 2 per cent of junior students:
51 per cent of junior students claim they frequently felt
inclined to reread school literature whuereas this percent-
age is halved among senior students. That reading in
school is mainly confined to course material may
cont.ribute to this difference. On guestion No. 2 there is
also a move in the negative direction by the senior
students though over 3V pexr cent of them and over 50 per
cent of junior pupils frequently or very frequently wish
to read other works by course authors. But discuasing
literature with their friends is not common among the
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senior students in this sample: over %0 per cent seldom
or never do so. Over BC peT cent of junior pupils ara in
the same category. Slightly more of the senior students
than junior students indicate that they will read novels
after leaving school though neither group shows much
interest in poetry or plays. That about 68 per cent of
the senior students intend to 'frequently' or ‘very
frequently' read novels, that 24 per cent of them intend
to read poetry and only 9 per cent intend to read plays
{of Questions 4, 5 and 6) is A measure of the success or
fatlure of the general aims of cultivating an interest in
good literature and a 'growing anjoyment of reading'. The
thought, however, that 75 per cent of the senior studenta
will seldo: oxr never read poetry can be far from reassur-
ing for the teacher of literature.

But the study data which reports 90 per cent of both
groups ‘enjoy’ their English classes is encouraging -
this despite the fact that 28 per cent of sscond year and
70 per cent of fifth year find it difficult {Question 7).
Reassuring toc is the finding that 50 per cent of the
second year group and 60 per cvent of the fifth year group
find reading 'just as' or ‘more satisfactory' than
watching T.V. (Question 9).

-~

CONCLUSION .

The purpose of the study has been to describe and

meagure the ‘expressed response’ to literaturc of sccond

year and final year students in an Irish post-primary
school and to allow a comparison of the responses of the
two groups. A similarity of approach to literary texts
is strikingly evident between both groups examined. The
range of items deemed ' important' suggests that aims

associated with 'deepening and widening their vision of

1ife', 'authentic personal response’ and ‘criteria of

- literary judgement' are being internalised by pupils,
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varadoxically, however, infrequent choice of items

relating to ‘people I know' and the negative scores on
Transfer and Interest measures suggest & certain unwilling-
ness to allow the world of literature too close to theix
personal lives. The use of the additional qusaéionnaire to
explore the area of interest in literature yielded some
encouraging data (cf, Question 7 re 'enjoyableness of
English as school subject, and reading as opposed to T.V.)
but also data which suggest areas of very limited success
(cf. Questions 3/6 - poetry, drama. Appendix 2),

The paper has reported some of the changes that occur
in the responses of pupils between the second and final
year of post-primary schooling, No attempt has been madge
to identify the relative strengths of maturation and
teaching related variableg as influences on these changes.
However, a mddified research design using these instruments
could yield data pertinent to this iaaqe.

In general terms the study is novel, in the Irish
context, in its application of empirical or guantitative
methods to the evaluation of affective, as well as
cognitive outcomes of literature teaching. " Despite the
relatively unsophisticated nature of the statistical
‘analysis carried out on the.data to date, the study
suggests that these instruments, when combined with other
nethods of evaluation, can provide the basis for a more
broadly based evaluation of literature teaching in Irish
post-primary schools. -
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These questions wara not to bg answered but from the
group of twenty, the five cgnsidered to be the 'most

Appendix 1

important' were to be selected.

The question in each measure represented four categories -

of res

100

200:
300:
{00

The twenty questions in each peasure represented these
categories of response, and sub-categories within each
The following guestions were used in relation

category.

to Literature.

Engagement - Involvement ~ represented by
questions of the order aof “How does this

atory affect me?"

Prrception - “"How is this story constructed?
Interpretation - "What does this story mean?
Evaluation -~ "Is this story of merit?

to 'The Sea’.

Engagements "How does the storxy affect me?”
110: "1Is this a proper subject for a story?”
120: "wWhat .epotions does “The Sea"arouse in me?”
130: "Are any of the characters in "The Sea like

Perception:

210:

220:

230:
240:

26013

ﬁgople I know?"

"What happens in '

*How is the way of telling the storxy related

to what 'The Sea'

"How does the story build up?*

The Sea'?"

is about?*

"How is it organised?®

*what is the writer's opinion of, or attitude

to the people in

224

The Sea?®

214

"How i3 this story constructed?®

*Has the writer used words and sentences
differently from the way people usually write?”
"W¥hat metaphors (or compnriénns). images {or
references to things outside the story) orx
other writers devices are used in 'The Sea'?"




RS

DN e

LN 270: "What type of story is 'The Sea'?"
o ‘ "Ia it like any othsr story I know?"
o 280: "When was 'The Sea' written? WNhat is the
‘ historical background of the story and the
writer? Ones the fact that the author is
Spanish tell me anything about the story?*

Interpretation: “What dogs this story mean?®
300; “Is there any one part of *The Sea' that
explains the whole story?"
310: *Is thore anything in 'The Sea' that has a
« / hidden' meaning?"
Jiﬁk "How can we explain the way people behave
in *The Bea'?” .
330: "what does *‘The Qea tell me about people
I know?"
340: "Does 'TQe Sea' tell me anything about the
people and ideas in general?”
350: "Is there a lesson to be learned from
‘The Sea'?" v
Evaluation: ©"Is this story of merit?”
410: "Does 'The Sea' succeed in getting me involved
in the situation?”
420: "Is 'The Sea' well written?”
430: "Is "The Sea" about important things? 1Is it :
a trivial or a serious work?" -

(Note: ‘The order of the cquestions was not as above and
varied with the texts!).
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Appendix 2
Responses to General Questionnaire. Percentage Response.

Second Year Pupils{II) (N=92) Final Year Pupils(V) (N=54)

Ll oa B c D
Question 5 o Very
_{Never |Seldom | Frequently | Freguentl
1.Have you ever felt IX| 2.2% | 44,69 51.08 (- 2.2%
inclined to xead ’ .
again some of the - '
literature read in- '
school? vi2¢4.08 | 44.6% 25.9¢ 5.5%
2.¥Mave you ever or Il [10.9% 38.0% 45.7% 5.4%
do youn wish to
read other books
by author on
English course? V|24.0% | 42.5% 28 .0% 5.5%
3.Do you discuss I1§21.7% | 59.8% 14.1% 4.4%
' literature with
friends during
leisure time at ’
school? Vi29.6% 62.9%° 7.4% 0.0%
4.Do you think you “IX| 4.3% | 42.4% 45.7% 7.6%
will read novels
after leaving
school? vi 5.,5% 35.1% 46.2% 12.9%
5.D0 you think you I1}23.9% 57.1% 19.6% 5.4%
will read poetry
after leaving “
school? vi24.0% | 51.8% 16.6% 7.6%
6.Do you intend to IY]40.2% 40.2% 14.2% 5.4%
read more plays -
after leaving
school? Vi53.7% 37.0% 7.4% b 1.8%
pefin-} .not Very
itely |enjoy~ | PEnjoyable | Enjoyable
not able
7.Do you regard IX|] 1.1¢ 7.68 66.3% 25.0%
English as an
enjoyable
subject? v] 0.0% 12.0% 70.0% 18.0%

226 218

!
o
A



BRI 10 A Sk T T U WY W
o . T B

S 3

;o | Smestion ifsioute joagescule | maoy | Easy L
5o B.DO you regagd < XX | 1.1 27. % $9.5¢9 2.2¢
~ English as a - ' ‘
. difficult .
e subject? vi 3.6 66.6% 29.6% 0.0%
. . . Nore
Pefinite-{A littln Just |Satis- "
ly _ less as factory,
. 9.00 you agree that II | 9.B% 34.8% 41.2% 14.28 S
reading books is
“ as satipfactory o
as watching T.V? Vv 1.8% 31.40 40.8% 26.08 . o«
1] 1-25 26-50 |51 X
10.About how many I} 1.1% 19.8% ‘14.0% 65.1% '
books are 1in
your home? vi{ 0.0% 22.2% 29.6% 48.2%
Leas than | 1-3 + 3
0 1 hbux Bours Houxs
11.About how many ' -
hours did you I1 4.3% 22,.8% 43.5% 29.4%
spend reading
for your own
pleasure last
week? vVitz.omn 23.08 40.2% 24.0%
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See Brooks, C. A Shaping Joy. (London: Methusn, 1971},
P-“"ﬁ- .
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. onexy ca, - e P- - 39~140.

McNamara, J., and Madaus, G.K., Public Examinations:

-t

a 8t of tha Irish Lea IFicate .
s Bduca seure tre, iﬂo)- S

Johnston, R. An Analysis gt the mvmg ceitiflcatg
naglis EE. : -} .Ed..Digsertation,
abhohes g -
Richards, I.A. Practical Criticism: a study of litera
W. {london: Routledge and Kegan Paul, .

See Squire, J.R. Engligh Literature. In Ebel, J.L.
et.al, {ed.) Eggigl%ggggla of Educational
Research. & tion. orKs er c

an, 1969), pp.4631-~473. ,

See Hanson, G. Bome types of research on response to
literature. In Research in the Teaching of

Ealishg vol."l i;js, P-izﬁ"is‘-

See COSper, €.C. Empirical Studies of Response to :
Literature. In Journal of Acsthetic Education, z
Pﬂ:t ’0, 19?‘. pp-ﬂ"’:. "‘::‘.,

See Petrosky,-A.R., and Koziol, S. NCTE Ressarch 5;
Landmarks during the past twenty years, The
English Journal, Vvol.68, No.6, 1979, pp.95-98.

Purves, A.C., and Rippere, ¥. Elements of Writing
About a Literary Work: a stuly of re se to
literasture. NCTE Ressarch Report No. g.

{Urbana: Illinois, 1968).

Purves, A.C. Literature Education in Ten Countries. \
International Stuedies In Evaluation. International =
Asscciation of Bducational Achievement. [New Yorks
John wWiley, 1973).

0'Reilly, B. Response to Literature: an empirical study
in an Irish st-primary schooi. Unpublished
M.Ed., Dissertation, ﬁ.g.ﬁ., 1580,

Purves, A.(,, op.cit,,p.36. For full text of the ’:
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- 14. For development and yvaluation of the instruments sea:

Purves and Rippere, Elements of writing about a
literary work. (196877 p.1-45, and see Purves

X ] p. ) 1“2. “d O'Mllf "9'0’. p.35~'
36. Purves {1973) reports reliability co-
efficients from .9 to .99 for these measures.
{Table &, p.101, 102.¥/

In O*Reilly (1960}, reliability in terma of
stability was estimated by a pretest/test mothod
using 45 members of the Second Year Group
rssponding to *The Sea' and the general measure.
The results were as follows:

Reliability - Pretest/Test Stability

N = 4%

Correlation Co-efficient
The Sea .80 P < .01
Generxal .86 P < O

15. See Purves (1273) op cit., p. 326 1&., and O'Reilly

np ¢it for development and validation of thege
instruments. v S

16. 'The Sea' 13 a highly._poetic short story and the text

tens are not dissimiliar from those that would
be conceivably employed to measure comprehension
and interpretation if the text was a poem, e.9q.

Q.N0.32 Who is making the comment “"But those on
the shore didn‘t understand anything
about anything”.

A. A boy

B. The person telling the story

C. Either of the above

D. Neither of the above.

(Correct Answer - C)

This question points to a perception of ambiduity
more cammon in poetry than in prosg. Bimilarly
Q. 30 tests ability to interpret s 1s,
On the other hand, the second text The Use of
Force 18 highly dramatic and many of the iteas
refer to the dramstic interaction and development
of the characters, For example item No.30 asks:

What change in the mother do her five
speeches to Matilda show?

A. That she becomes more emotional
B. That she becomes lass worried
about diptheria
C. That she bscomes more sure of herself
D. That she becomes frightened of the
Doctor.
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17.

19,

20.
2%.
22.

See Purves (1973), op.cit,, p.63 £f. and O'Reilly
ap.cit for further discussion of these
inetrunents.

The cause of the ‘tonsiderable misgivings' about the
Intersat measure might be sumuarised as follows:
{1) poor test-retest reliability estimste t .29,
{ii) the return of a strong negative group score
for a preteat group whose interes n the view
of the writer, seened positive, (Yii) equal
weighting for all items {n the scale seemed to
the writer unwarranted. For further details
see O'Reilly, 1980, p.39-42.

See Yarlott and Harpin, 1000 Responses to Literxature.
In %du$;;%ona1 Research, Vol.13, No.1 and 2,
197 .

See especially Purves (1973), op. cit,
Ibid., p. 381,
See O0'Re‘lly, op. cit., p.6-26.
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ARNOLD, LEAVIS AND THE FUNCTION OF ENGLISH

John Devitt

Introductory Note

Human discourse achieves 1:2§i1tqib111ty by dealing
successively with things which gre apprehended aimultan-
couply. It is sometimes possible to say things one at a
time without distortion though the price of almost every
Single assertion we make 15 a scruple of doubt. There

are occasions when it is appropriate to stress the elaement
of play in literature and to speak of literary experience
as & kind of elaborate game in which the pleasure of the
participants is their bes

particular idiom when we want to emphasise the number of
ways in which life and literature diff»r from eaach other
or when we want to focus on the experience of intrinsic
value that a great lyric poem, say, makes available. In
thus hopouring Ariel we must not forget Prospero's claim
on us. There are times when the intimacy of the relation-
ship between ljife and literature needs to be remembared -~
the image of a' rapidly alternating current may suggest
something of the nervous vitality of the relationship.
But there is also a sense in which we may be said to read
one in terms of the other,

Both Matthew Arnold and F.R. leavis had a heightened
awareness of the moral dimensions of literary experience,
They wrote extenaively and persuasively about the function
+f the vernacular literature in the curriculum. The
urgency which prompts their best work comes from their
recognition of a deterioration in the fabric of their

society {a detericration even more apparent to Leavis than

Y

231

221

e b



to Arnold) and their sense that through imaginative
litoraturc pupils can gain a purchase on reality. Their
analyses and arguments are rehearsed in this paper in a
spirit of concurn for our present predicament; only
occasional disagreements are registered,

I

In a deepening recession such as we find ourselves

in now, education, like most other human activities, comes
undexr a particularly intense and unsympathetic kind of
scrutiny. Bold question marks are inserted in the margin
of an accepted tradition by those who pay the piper and
assume a right to call the tune. While no area in the
curriculum is more important than English, no subj :
wore wvulnerable. Fgr_nns.théeg7thafE"TE—;S’;;;;;igfs#lg—“ﬂ.Wff
CONSEnsuUs, even amqpqg practitioners, about the nature of i

'English'. 1s it one subject with its own peculiar logic,

its own epistemology, its own coherent structure, its own
. g modes of assessment whose validity i8 self~evident to

practitioners? Or is it in reality two temperamentally

different subjects which made common cause in the past

but which would be happier living apart in the future?

In short, is the study of the vernacular literature

irrelevant to the acquisition of certain linguistic

skills which are neceasary for the social and economic

life of man? Are literary studies simply optional extras?

Writing fn the f}ish Independent recently Liz Ryan
showed that she had few doubts about the answers to these
&uestinns. "perhaps the most important subject is basic
English',1 she writes >4 the rhetorical stress falls on
'hasic'., She indicts those curriculum planners who
forget that 'for a pupil the English language is this
morning’'s newspaper, this evening's news bulletin, the
advertisement on the side of the bus. It is a form to be
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filled in, a posater to be studied, a vital conversation
to be assimilated and manipulnted'.z The argument is
grown familiar through sheer repetition though few
advocates of an exclusive concentration on functional
English have qéne so far as to suggest that young people
should be taught how to manipulate vital conversations.
When Rrian l.enihan as Minister for Education attempted
to divorce the study of the vernacular literature from
the process of acquiring mastery of the language he was
animated by nothing more sinister than contempt for the
idea of pupils encountering what he called 'large slabs
of Shakespeare, Shelley and xeats’.3 In the Irish Times
report from which T have just quoted, Mr. Lenihan goes
on to identify the positive aspect of his policy
initiative. 'The policy willbetilted on how to speak
and write original and simple thoughts without reference
to slabs of poetry and prose." That proposal was
defoated by the concerted action of teachers of English,
botl: in schools and in universities, who found the
Minister's dualism intolerable and feared the erosion of
the literary element in the curriculum,

It is unlikely that a replay of that old quarrel
now would use the same terminology or have the same
outeome.  For one thing, the clientele in the schoels is
radically different. For another, the social climate
has changed profoundly. What is less obvious but
equally true is that the tesching profossion itself bhas
changed in all sorts of ways. The assuwptions about the
nature of Fnglish which had common currency then are
frequently challenged now by younger teachers. Even
amonyg the veterans of 1968 the ld convictions are no
lunger recited with the old enthusiasm.
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I sense 8 profession somewhat confused and demoral~
ised. If I now sumson the shades of Arnold and Leavis it
i not in the expectation that they can provide satisfact-
ory answers to our questions or that they can allay our
anxieties but rather because in the earnestness of their
moral passions they can help to make us aware of what is
at stake when we talk of English in the schools.

Arnold and lLeavis are often thought of as literary
critics who were provoked by circumstances into social
criticism and educational polemics. They matter to us
now, 1 would suggest, because of the seamless continuity
©of their thought. 1In both Arnold and Leav s he
educational doctrines grow out of the literarxy criticism
and this in turn 18 informed by their concern for the
health of man in society. A famous phrase from Culture
and Anarchy will indicate the kind of dynamic egquilibrum -
I have in mind: 'in our present society, a man's life of
each day depends for its solidity and value on whether he
reads during the day and, far more still, on what he
reads during it'. > Indeed, in Arnold's case the social
criticism is already present in the early verse. HRe
describes his age in 'Memorial Verses' as 'an iron time/
Of doubts, disputes, distractions, fears’.® 'The Scholar-
Gipsy' diagnoses 'this strange disease of modern life/
with its sick hurry, its divided aims,' and urges the
shadowy hero to avoid the risk of infection:

5till fly, plunge deepex in the bowering wood!
Averse, as Dido did with gesture stern
From her false friend's approach in Hades turn,
Wave us away, and keep thy solitude. 7
In 'Dover Beach' arncld sets a fragile love reclationship
against the prevailing images of anguish, loss of faith,
viclance and anarchy. It is not an optimistic gesture.
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Ah, love, let us be true

TO one another! for the world which sems
To lie before us like a land of dreams,
S0 various, so heautiful, so new,

Hath really netither joy, nor love, nor light,
Nor certitude, nor peace, nor help for pain;

And we are here as on a darkling plain

Swept with confused alarms of struggle and flight,
Where tgnorant armies clash by night, B

Artuiu a.'es for fulfilment but it is the words Warkling’,
*confused’,:and 'ignorant’', ‘which do the most work and
carry the most conviction. 1In general we can say of the
verse that it has little curative power. NHowever
brilliant the diagnosis of social ills in 'Dover Beach’
and ’'The Scholar-Gipsy', these poems can ofter no
consplation more enduring than the temporary satisfaction
provided ry their form. And this was not enough for
Arnold. 1In the Preface to a collection of his poems which
appeared in 184%3 he insisted that 'the eternal objects of
poetry'9 as he put it, were human actiuns. He rejected
his own closet-drama Empedocles on Etna, because the
hero's suicide, while authentic, is merely painful. It
does not answer Arnold's notion of human action:

What then are the situations, from the

representation of which, though accurate,

no poetical enjoyment can be derived?

rhey are those in which the suffering finds

no vent in action; in which a continuous

state of mental distress is prolunged,

unrelieved by incident, hope or resistance;

in which there is everything to be endured,

nothind to be done. 10

Arnold's prose is written in the idiom of moral action
= an idiom his melancholy verse could not encompass with
any kind of authority or conviction, We are conscious of
strain in 'Thyrsis' when the tone changes to one of
affirmation. The process of secularisation, by which
spiritual values came to be invested in human activities
1

such as artistic creation, is, as Margaret Matheson1 and

others have pointed out, one of the most striking
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developrents in the literature of the English curriculum.
Arnold hastened this .rocesas of conversion when he wrote
in 'The Study of Poetry':

A More and more mankind will discover that we
have to turn to poetry to interpret life
for us, to conagle us, to suatain us.
Without poetry, our science will appear
incomplete, and moat of what now passes with
us for religion and philosphy '11§a

replaced by poetry. 12 .

-

It will be urged that this famour passage is commonly
misunderstobd and that Arnold is here, as elsewhere,
defending true religion by defining it accurately and
thereby distinguishing it from the largely bagus kind,
/ant a poetry which offers 'to interpret life for us, to
cansole us and to sustalas us' makes such large claims
that the Jualification inherent in the phrase 'much of
what now passes with us for religion’ loses a great '
deal of its force. It will be helpful to xecall here
scme of Arnold's critical discriminations. In that same
essay 'The Study of Poetry' he denied Chaucer a place in
the front rank of poets becanse he lacked 'high serious~
s '3 anad not for any intrinsic or purely literary
rrasons. In his inaugural lecture as Professor of Poetry
at Oxford he examined the Roman poets with sharp,
insistent moral guestions; he conceded their merits as
poets but asked 'are they adequate?"‘or, in other words,
can they sustain us? Of Lucretius’s retreat from the
political and social arena {a gesture which might have
recalled that other fugitive, tﬁe Scholar-Gypsy)
Professor Arnold remarks disapprovingly °‘there is no peace,
no cheerfulness for him either in the world from which he
comes, or in the solitude to which he goes.ﬁs And moat
of the celebrated touchstones of poetic excellence he
-uses arc memorable expressions of grand moral 1ldeas. One
of the most famous, and certainly one of the most muscular,
assertions about the relation of poetry to mortality
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ocours in Arnold's essay on the poet he Eound moat
congenial, Wordsworth:

It is important therefore, to hold fast to

this; that poetry is at bottom a criticism

of life: that the greatness of a poat liss

in his powerful and beautiful application

of idess to life, - to the question : How

to live ... A poetry of revolt against

moral ideas is a poetry of revolt against

lifes a postry of indifference to moral 16

ideas is a poetry of indifference to life.
It is a magisterial tone that brooks no contradiction:
1ife, italicised, is charged with a meaning which defies
paraphrasg and renders any disclaimex, or indeed any
qualifiction, almost ismpossible to enter. For how can
one declare against l1ife? The defensive outworks of
literature, everything that separates literature from
life, such as form, irony, decorum, indirection,
ambivalence, all a:e here reduced to nothing. It is a
passage conceived in the imperative mood, though actually
written in the indicative. There is an interesting
section in Arnold’s Report for 1880, in which he describes
poetxy as fraught with moral consequence. He envisages
tie operation of poetry on the sensibility of the pupil
a8 benign and all but irresistible:

Good poetry does undoubtedly tend to form
the soul and character: it tends to beget

a love of beauty and of truth in alliance
together, it suggests, however, indirectly,
high and noble principles of action, and

it inspires the emotions so helpful in
making principles operative, Hence its
extreme importance to all of us; but {n
our elementary schools its importance seenms
to me quite extracrdinary. 17

Georde Steiner has taught us to suspect claims of
this kind on behalf of literature. 18 1n brutal summary
Steiner's suggestion is that the study of humane letters
is morally bankrupt because, not only did it fail to avert,
¢ r even retaxd, the Holocaust, it may actually have -~
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hastened it by sanctioning the display of mere emotion

and dignifying moral barbarism. But this is not the area -
in which Arncld is involved. He does not promote the
treacherous subjectivities of pure feeling divorced from
action, nor deoes he endorse the notion that whatever
feels good is qgud.f On the contrary he proposes, in the
extract from the Report for 1880 given above, to attach
emotions to theix proper object, which is to make' moral
principles operative. The problem with a great deal of
Arnold's work is that the: interval HSTwesn the emotional
experience and the moral idea or commitment is too narrow,
the moralist is too prompt.

Yet Arnold's greatest work, Culture and Anarchy,
might have been written expressly to prevent us from
bracketing him with the dour eminent Victorians of later
legend. It is & work of cOruscating brilliance in which
Arnold's quarrel with the 2eitgeist is resumed in a style
always serious and often witty. For this reason Culture
and Anarchy is more than the sum of its parts. Its style
i8 ultimately irreducible and the movement of mind which
it renders is faxr subtler than we are accustomed to meet
in polemical prose, Unfortunately, this wonderful
pamphlet is known largely through the currency enjoyed by
its finest phrases and in spummaries which violate its
fastidious and almost dandiacal tone.

We may suspect that when Arnold attacks nonconformity
because its conscience was too esasily provoked, and too
pasily sedated by the ready avallability of *the one thing
needful'!? he was rebuking a tendency of his own nature.
Culture and Anarchy arques that it is not sufficient to
identify ‘the one thing needful' or to put first things
first and other things nouwhere. A serious, morally
strxenuous people may be convicted of a kind of mental
stupidity or sullen refusal of 1light?
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look at life imaged in such a newspaper as
the Nonconformist, - a 1ife of jealoay of
the Establishment, disputes, tea-meetings,
apenings of chapels, sermons; and then
think of it as an ideal of a human life
completing itself on all sides, and
aspiring with all its organs after sweetness,
light and perfectionl 20
Elsewhere he remarks on strictness of conscience assidously
cultivated as a mark of poverty in comparison with that *
'spontaneity of c:onsc1.::»mmesﬂ'2'l with which Culture and

Anarchy itself overflows.

Everyone recognises the force of Arnold's invective
against Barbarians, Philistines and Populace in Culture
and Anarchy. But when the aristocracy has been excoriated
as 'children of the established fact'22and consequently
inaccessible to ideas {for any idea worth entertaining will
inevitably undermine the rotten basis of the privileges
the class as a whole enjoys); and when the middle-class
has been castigated for 1ts obtruse self-satisfaction;
and when the populace has bheen chastised for its
distempered assertiveness, what precisely is left? only a
few declasse intellectuals, including Arnold himself,
penetrated by 'sweetness and 11ght'23 who possess,
fortunately, a passion for diffusing the benefits of
culture throughout society. The benevolent State, duly
reformed, will become the instrument by which reason and
the will of God will prevail. 1In Arnold's view the state
need not be a vast, alien and oppressive bureaucracy but
can become 'the organ of our collective best self.'?4 The
scenario has at this point the charkm of simplicity. Having
accomplished its purpose the State will cease to exercise
its power.

There is a kind of rough justice in this Account of
Culture and Anarchy, but it does need to be sharply
qualified. We may begin with the idea of ’culture’.
Arncld, of course, is not thinking in terms of a
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sociological bold-all. He takes inumerable stabs at the

meaning of the term and is evidently undisturbded by his
inevitable failure to pin it down. It 15 not simply the
accumulation of a society's artifacts, the aggregate of

its habits, the totality of behaviowrs not biologically
datermined. I would suggest that we think of Arnold's

‘eulture' not as an abstrxact noun 4n need of precise .
definition but as a frequentative verb which acquires a o
new increment of meaning on ever; appearance. Culture s
is present, active and transitive in character. It does .
not endorse the ordinary self but tries to startle into . ‘ﬂ
wakefulness the 'possible SOcratsn'zs that every man

carries about with him. In an age of slovenly egalitax-

ianism the te;m is grown something of a scandal and we

have ways of neutralising it. When Arnold speaks of the
tdisinterecsted’ operation of culture, the word 'disinter~
ested' has for us a curious nineteenth-century air, like
Newman's 'gentleman‘. We repudiate his notion of culture

being in a certain sense independent of class, Self-

interest and class consciousness have taught us to khow

better.

The transforming action which is culture will find
its mode of operation in education. It s true that
Arnold resigns his prophetic role in Culture and Anarchy
with 8 disclaimer (‘'We, indeed, pretend to educate no
one, for we are Btill engaged in txying to educate
ourselves.'] but this is surely ironic. The central
thrust is clear. Culture will pravail through the schools,
through a curriculum in which poetry will be dominant.

That certainly, is how Arnold has been undédrstood by
teachers of Englisn,
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Culture and Anarchy appeared in book form in 1869.
A moment's xeflection on that date will serve to remind
us of the extent to which it ran councer to the
assumptions which fuelled change in that revolutionary
decade., In fact Culture and Anarchy27drlu: its vital
energies from that opposition, the necessity for which is
discovered on every page. Leavis assumes the.neceasity
for education against the enviromnént. If we are sometimes
conscious (particularly in the early educational and
polemical writings with which I am concerned hexe) of a
certain coarseness of style and a corresponding moral
crudeness, the reason may lie in the case with which
Leavis vaulted onto the high horse of self-rightecusness.
Moral extremity is perxilous,

The difficulty or defining {English', which is to

som¢ an embarrasampent, is for Leavis an opportunity. ‘A
great deal can be brought in undex Bngliah',za he remarks
with evident satisfaction and proceeds to enumerate some
of the classroos activities he would sponsor: .

Practical criticism ~ the analysis of

prose and verse - may be extended to the

analysis of advertisements {the kind of

appeal they make and their stylistic

characteristics) followed up by a

comparison with representative passages

of journalese and popular fiction.29
The tone of the passage suggests that the exercise will be
as easy as slicing butter with a knife, A little later in

Culture and Environment, Leavis and his collaborator uote

a passage f{rom a contemporary popular novel and suggest
that pupils might be encouraged to ‘describe the kind of
reader this passage would please, and say why it would
please him.' 30 This is an invitation to intellectual
dishonesty for the destination of the enquiry is implicic
in the question. Indeed since the focus is not on the
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pupils’ own response to the material but on that of an
imagined reader conjured up by the gquestion, there is an
even more disturbing possibility; namsely, that the pupil:
will fesl impelled to adopt a posture of unearned moral
superiority to the notional reader. An education against
the environment is baset with difficulties of this kind.
Leavis certainly modified his earlier account of the
relation betwsen culture and environment when in
Education and the University, he insisted that we still
have a positive cultural tradition and that 'adegree of
coarseness about ultimate values's’ had survived the
collapse of the ordanic society during the nineteenth
century. We touch here on the enabling myth of a lost
Eden which lies behind leavis'’s early work and his wife's
once celebrated but now controversial thesis, Fiction and
Reading Public., There was a time, the myth assures us,
when largely illiterate people were formed unconscicusly
by a culture rich in music, story, proverb, song and
dance; a humane tradition lived and renewed itself on the
lips of the people while they pursued their daily tasks.
But this organic community pexished during the social
upheavals caused by the industrial revolution. Edocation
is the modern alternative to the unconscious £ormhtion in
Eden:

We are conmitted to more consciousness;
that way, if any, lies salvation. We
cannot, as we might in a healthy state
of culture, leave the citizen to e
formed unconsciously by his environment;
if anything like a worthy idea of
satisfactory living is to be saved, he
must be trained to discriminate and to
reaist, 32

The language is informed by a high degxee of missionerxy
zeal; the process of secularisation is far more advanced
here than it is in Arnold. The syntax, though, is more

tentative for the outcome or the process to which Leavis
‘is committed is uncertain and clearly a second best. The
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rigour of the training promises not the icy of mastery,
but a grim and unrelenting iusistance to a hosttle
environment.

Society, in Leavis's view, is far more fragmented
than appears from Arnold's account. In Culture and
aucvchy the classes are on terms of nodding acquaintance
with each other, ;hough there is some discussion of the
mechanical and external nature of society. But, as
Q.D. Leavis has noted, Arnold writes in the éxpectntion
of being immediately and generally understood; 'all is
not lost' probably represents ouvr feeling as we read
Culture and Anarchy. But for Leavis the very notion of
a modern society is untenable. We live, he vwrites {n
Culture and Environment, in 'agglomerations united only
by contiguity, the system of transport and the supply of
gas, water and electricity,’ Ayainst this hackéround
of alienation Leavis's urgency can best be undexstood.
His sense of a disabling cultural breakdown is intimately
connected with his sense of a hroken continuity.
Imé}ovlsation is a desperate substitute for 'the delicate
traditional adjustments'3‘ which characterised the lost
comrunity. In Wordworth's time a reader could still get
his moral and cq}tural bearings with relative ease. But
the modern riader is not in such a happy position; he
is exposed to 'a concourse of signals so bewildering in
their variety and number that, unless he ig especially

gifted or especially favoured, he can hardly begin to
35

discriminate.’

Leavis's ‘sense of the vulnerability of the
individual - of his predestined victimage, one might
almost say - will help to explain his preoccupation with
what he called 'the extra-individual mind.' 36 Ne praises
the good critic for exhibiting more than ‘merely
individual taste.' 37 There is a kind of inevitability
about the emergence in Leavis's thought of the idea of a
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minority culture for only in this way can he evoke the
extra=individual mind and avoid despair. But merely
belonging to a minority culture is not sufficient in
itself. Leavis thinks in terms of something more
strenuous than the rare gratifications of ‘elegantly
virtuous dxssipatxcn.'38 Culture iB not a possession in
which a social elite can take pride., It must strive to
alter the moral tone of the society, its benefits must
be diffused as widely as possible. Leavis speaks »f the
accepted valuations and discriminations as a kind of
paper money generally understood but backed only by a
surprisingly small proportion of precious metal. 1In
this analogy, gold represents the precious few. However,
there is a much larger group {('though still a small
minority'13? who can personally endorse the original
judgments of the precious few. It is with the education
of this sizeable minority that Leavis 48 primarily
cancerned, ‘though he insists on the wider social conse-
gquences of the entciprise. A concern for educational
standards, 13\& concern for the health of society.

v

1 began by assuming the importance and questioning
the integrity of English as a subject. 1 will conclude
with some reflections on its functiom. The pupil enjoys
an cAsier access to the literature of his mother tongue
thaﬁ to most other cultural resources. If we consider
the range and subtlety of English literature this is not
ah advantage we will lightly abandon. The teacher of
English, at least in one of his functions, may be regarded
as mediating a selection from the living culture to his
pupils., The principles governing that selection are
obviously important. To the adolescent student literature
offers vicarious experience of life; it is clear that
moral questions cannot be indefinitely postponed. The kind
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of critic to whom story is a science of formal possibil~
ities is not indulgent to the naively trusting procedures
of the adolescent who reads urgently to compensate for
the defects of his oxpertience. The moral conajderations
which weighed so heavily with Arnold and Leavis should
colour our thinking. In some discussinne of the function
of English, too little ®are is taken of the moral
dimension. Again, the curriculum should offer as wide a
variety of literary experiences as possible. Nothing is
more imaginatively debilitating than a rigidly enforced
act of uniformity which stamps a certain few images as
authentic and by implication condemns others as mere
forgeries,  In extyeme situations the play of imagination
itself may promote irrational guilt. There is a third
function of FEnalish worth recalling here. The teacher s
net simply an impersonal mediator or mechanical transmitter
of g sclection from the culture. He must be concerned with
its continuing vitality, with its power to renew itself in
the voming generations.  He must rid himself of cant about
cluss, of the notion that literature can only be construend
in terms of its socio-economic matrix. There (s a passage
in Yor Cuntinuity which is very much to the potnt:

There is, then, a point of view above

lasses; there can be intellectual,

arsthetic and moral activity that is

nut merely an expression of class oriqgin

and economic clrcumstances; there ig a

‘human culture’ to be aimed a8t that must

Ly achieved by cultivating a certain

atitonomy of the spirdie,. 40
Without that atonomy of the spirit cducation as simply an
oxpinasive frasd.

I have been spelling out some of the implications of
the gquestaons 1 posed at the beginning, Of course, it may
be that the gquestions ase obsolete.  Subjects, it could be
dargued and in sume cases at least argued with justice, are
merely convenient pedagogical distinetions,.  They do not
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belong to a Platonic realm of pure, unchanging form but
arc merely provisional in character. Advances in
knowledge, changes in the structure of the economy, social

" ewolution or the availability of new kinds of technology:

in the classrgpm may reguire us to make neow distinctions,

an va{}gwémfihetr way as the older and more familiar ones,

Enyfféh. it has been sugcested, is in need of redefinition,
ter all at the end of the last century it included

.~ history and ygeography. There may be some validf%y in this

argument but I am not persuaded by it. Eliot speaks of

words sending down their ‘tentacular roots"1 to our

decpest terrors and desires., Literature is the orchest-~

ration of language understood in that sense. Does anycne -
suppose that it is a matter of indifference under what

auspires the vernacular literature (the most important

resource available to our pupils) is studied?
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LEARNING WITH BROADCASTING

John RacMahon

INTRODICTION

The concept "independent adult learning” is one
which has come to the fore only recently in educational
research. That adults, and indeed young people, organize
and pursue learning projects of their own is undeniable
but this educational activity has largely been over-
shadowed by the development of mass schooling since the
nineteenth century and the consequent emphasis on teaching.
rathexr than learning.

Research on independent adult learning has been
pioneered by Allen Tough of the Ontaric Institute for
Studies in Education, Toronto. In his major research work,
a study of adult learning projects, he concluded that:

« Almost everyone undertakes at least one or
two major learning efforts a year.

s The median is elght learning projects a year.

« It 45 cupmon for & person to spend seven
hundred hours a year at learning projects.

* 70 per cent of learning projects are self—planned.1

-

DEFINITION

While the concept "independent learning®™ is clear
{i.e. the learner is the active agent in identifying
educational aims, selecting resources, organizing his time
and assessing the cutcomes) there is no agreed definition.

The concept of independent learning which underlies
this paper is that of a person who decides to make &
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deliberate and organized effort to gain a certain skill
or knowledge, or to change in some other way: who ident~-
ifies and adapts she resources savailable to pursue this
aim (e.q. boakn,‘peopla including teachers, couvrses,
lectures, broadcasts and facilities such as muscums,
iibraries); who organikes his time, paces his learning
and evaluates his progress and who decides on a time
span for the activity.

BROADCASTING AND INDEPENDENT LEARNING

In this paper I propose to examine the relationship
between learners and broadcast programmes - what motivates
a person to follow a series of programmes? Does the
learnor follow a course in a somewhat slavish manner or
does he/she assume control over the materials? What are
the experiences of the learner during the course? Are
materials other than the course materials sought out and
utilized? What are the problems and difficulties
experienced? How are the outcomes assessed?

The opportunity to study at home is one of the major
advantages which broadeasting offers the independent
learner. This was certainly a major factor which attracted
learners to Radic Telefis Eireann’s (R.T.E.) Irish
langquage course for adults "Anois is Aris”. This paper
examines the experience of a small number of these learn-
ers and the ways in which they, as independent learners,
interacted with the broadcast and non-broadcast components
of the course.

THE "ANOIS TS ARIS" PROJECT

R.T.E. launched the first stage of its three year
grish language teaching project in autumn 1981. It
comprised 20 television programmes. 20 radio programmes,
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a course book and & pPronunciation guide on casette. The
course design was based on contemporary research on
language teaching and learning which sees language as
communication and puts the emphasis on the use of language.

In devising the course the team rejected the highly
structured instructional technology approach in favour of
a model which involved the learner in active interaction
with the course materxials, selecting the lanquage useful
to him and 1dent1§y1ng gsituations in which this lanmyuage
could he applied.z

"ANO1& IS5 ARIS" RESEARCH

A team of researchers from Trinity College, Dublin
was requested by R.T.E. to assess the effectiveness of
"Ancis is Aris® in enabling people to learn Irish. The
research project xecruited 171 people who intended
following the course, issued a pre-course gquestionnaise,
and provided a journal for reporting on each week of the
course. The report “Learning Irish with Anois is Aris”
contains full details of the research project and its
findings.3

This paper examines the learning experiences of
five members of the panel who continued to return the
journals for the duration of the course. Thfh data is
supplemented by extracts from a recorded discussion with
these five learners, which took place in October, 1982,
some months atter the course had finished. The quotations
trom learners in this paper are taken from the pre-course
questionnaire, journals or transcript of studio diucussion.4

The five learners who participated in this aspect of
the rescarch cannot be sald to be typlceal of the audience

- for broadcasting. They all had taken part {n the research

project and followed the broadcast course. Thelr exper-
iences however, provide sore indications about ways in
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which adults organise their own learning.

The ages of the five learners ranged from 28 to 55
years and averaged 40. Their formal education was
varied, one had primary education only, two post-primary
education and two had attended university. 1In the pre-
course questionnaire three rated their knowledge of Irish
as "weak", one as "good" and one as “guite good" on a
four point scale: "very good/ good / quite good / weak”.
Four of the five had begun to learn Irish at the age
four/five years, while the other person started at 19
years.

In examining how these five learners approached the
task of lcarning with broadcasting I propose to examine
their experiences under four headings - motivation:
organizing study; péttorn of study; and aseessment of
outcomes,

Motivat won

in the pre-~course gquestionnaire each of the five
learners was asked "Why did you decide to learn Irish/
improve your Irish?®, Their replies fall into two
categories: cultural reasons and improJﬁnq competency.
Only one of the five specified in any adtail why he wished
to improve his Irish: ’ '

I would like to converse {n Irish
whenever the opportunity will arise;

to understand television and radio
programmes; to read and write in Irish;
to help my children with their Irish
lessons and help create in them an
interest if"Irish. 1 beligve that
Irish is a very important part of our
culture. ‘

The others tended to be more general in their reasons:
"It's part of cur culture and gives us an identity of oux

own. Without this I would feel fnferior as an lrish person”.
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The reasons given for deciding to follow “Anois is
Axis 1" centrad around the gpnventence of being able to
follow a cuurse at home, with other members of the
family, and the suitability of the course as a way of
gradually impyoving fluency.

Inmediately prior to the broadcast of the course
these five learners were highly motivated to learm Irish,
either for cultural reasons or more specific behavioural
reasons. The sav the broadcast couvrse as offering them
the opportunity to achieve this aim within their own
homes. How successful these five learners were in
organizing their own learning activities must now be
examined.

Organizing Study

The first major task which faced the learners was to
organize their own study and integrate it with the
broadcasts. 1In the pre-course questionnaire most of the
learners rejected the option of joining a class or support
group, and, in fact, only one actually did so, Four of
the five expressed an interest in finding a partner to
practise speaking Irish and during the course all
reqularly reported engaqing in conversation through Irish.

Table 1 shows the amount of time spent on private
study every week by each of the five learners. From the
amount of time spent each week one can make certain
deductions regarding the learner's approach. Learner A
did some study on week one, missed week two and developed a

" routine from then on. That this learner did no private

study on weeks six and seven can be attributed to the
proximity of Christmas and the major snowfalls of that
January {("Chuir an sneachta isteach orm®). More intensive
study on weeks eight and nipe compensated and from then on
this learner was back to the more routine 15 - 10 minutes
of privdte stwudy each week.
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TABLE 1 : TIME SPENT ON PRIVATE STUDY

LEARNERS
Week Dates
No. 1381-~1982 A B C ] E
1 11 Nov 10 mins. 1 hr. 10 mins. 1 hr. 6 hrs.
2 18 Nov - 30 mins. - 1 hr. 6~8 hrs.
3 25 Nov 10 mins. 30 mins,. - 1 hr, 6-7 hrs.
4 2 Dec 20 mins. 1 hr.. - 1 hr. 6~7 hrs.
5 9 Dec 10 mins. 30 mins. 15 mins, 1 hr. 6-7 hrs.
6 16 Dec - 1 hr. 5 mins, 1 hr. 3-4 hrs.
7 & Jan - 30 mins. - 1 hr. 6-7 hrs.
8 13 Jan 1 hr. 1 hr. - 1 hr. 6-8 hrs.
9 20 Jan 30 mins. 1 hr. -~ 1 hr. 6-8 hrs.
10 27 Jan 15 mins. 1 hr,. - 1 hr, 6~8 hrs.
11 3 Feb 15 mins. 174 hrs. - ' hr. 6-8 hrs,
12 10 Feb 15 mins. 1 hr. - 1 hr, =~
13 17 Feb 20 mins. 1 hr. - 1 hr, -~
14 24 Feb 20 mins, 15 mins. - 1 hr. 2 hrs.
15 3 Mar 15 mins. /15 mins. - 1 hr. 3 hrs.
16 10 Mar 20 mins. 5 mins. - 1 hr. 8 hrs.
17 17 Mar 1S mins. 1 hr. - 1 hr. 4 hrs.
18 24 Mar - 1} hrs. - 1 hr. & hrs.
19 31 Mar 15 mins. 1% hrs, - 1 hr. 3/4 hr.
20 7 Apr 15 mins. - - 1 hr. 3 hrs.

Learner B established a regulaxr pattern very early.
The drop to 15 minutes study for weeks 14, 15 and 16 was
due to the fact that he was involved in professional
examinations at this time.

Learner C is of interxest for many reasons. This
learner is a "drop-out” who continued to return the
journals,. The selection of learners for interview was
made on the basis of journal returns. The assumption was
made that those who returned all journals also completed
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the course., In fact this learner's presence at the

studio discussior resulted in many perceptive comments

on how she would approach the task if starting again.

The reasons why she did not study the course related to
the style ‘of presentation of both the radio and

television programmes - “I disliked the television
programme intensely, it took ages to set up & scene that
taught one expression, it was too gimmicky and more
slow-moving than :ussnnLa.s I think 1711 follow the

radio in future. I liked thebrok and intend to study it".
This ivarnex made consistent efforts to return to studying
the course. On weeks five and six she watched the television
programme and used the course bhook but again found the
programmes unsuitable. A covering letter on week ten
again expressed dissatisfaction with the television
programmas and an intention to try following the radio
programme These intentions did not result in any further
study and by week 17 the learner was again expressing an
intention to make a fresh staxt. She listened to the
radio programme which she found unsatisfactory. These
experiences did not extinguish her desire to leaxn some
frish and on week 18 she reported "I read a story from

my 11 year old son's Irxrish book tonight and discussed it
with him". '

During the discussion this learner reiterated her
dissatisfaction with the programme style and called for a
more direct teaching approach: "I'd rather if they took
a very serious approact and pushed it into you' and
practised that sentence backwards and forwarda™,

Howevex, during the course of the discussion the
perspective of this learner changed:

I have learned something about myself in
the discussion because Y think I have had
a vague love of the Irish language and a
vague desire to learn Irish but I haven't
been determined enough. What has come
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across to me from talking to the othrs

here {5 that I need to make a fresh

comaitment. It has to be something,

that I want to may will be a goal of

mine, something which I am determined

to achieve. I think that in that way

I won't be put off by difficulties or

likes or dislikes or whateverx.
The leaxrner is aware of the necessity to translate this
vague desire into a series of planned activities if she
18 to achieve her goals "I think I need to plan this
lovely notion of speaking Irish. I think I now need to
take {t out of the clouds and bring it down to Lo r8 per
week, days per week, books, notes and get down to .t".
When questioned she had no doubts of her ability to
achieve this virtually on her own: “I'm sure I could,
I1t's agquestion of thinkihg about it in advance and making
it a goal"™,

The experience of this learner {llustrates a
transition from a somewhat passive response to the broad-
cast course to a much more active role in planning herxr
learning.

Learner D is consistent in his study pattern, which
was established at the beginning and maintained throughout,

Learner E is the person who spent by far the most
time in private study. This learner had done an intensive
Irish language course immediately prior to the broadcast
course and during most of the period of the broadcasts he
was also attending three classes a week: *I was spending
a lot of time, maybe in excess of 20 hours a week
{(studying Irish). ’Anois is Aris' was just a part of that™.
It is noticcable that the study pattern changes from week
12 but the amount of time spent on private study is still
high.
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Patterns of Study

In their week-by-wesk journals each of the four
learners who followed the course reported regular use of
the course book and, in some cases, the tape: reading
and listening to Irish on radio and television and
engaging in some conversation through Irish. Their
reading naterials were books, newspaper articles, Irish
language magazines and journals. The Irish langugage
news bulletins on radi6 and television were frequently
rmentioned as resources and two Irish language current
affairs television programmes were mentioned occasionally.
Their conversational ability was limited to single
statements or short exchanges. In the discussion one
léarner mentioned that “the real test is to take a phrase
and put it in a different situation to that which you've
heard it being used®. This learner found a few people
to whom he “occesionally threw a few words (in Irish) and
they didp't mind responding to me”. He found that this
response encouraged him “to think in the language to a
certain extent ... to be able to say it maybe hesitantly
but at least be able to use it in & situation where it
would be appropriate”. The learner indicated that he
endeavoured to use some Irish "When I was speaking to
friends; to sort of greet them in Irish or to say ‘slan
go foill' at the end of a telephone conversation or what
have you®. Another learner said "I make a point of
speraking a4 bit of Irish every day in some shop or ather.
1f it is only ‘go raibh maith agat' ... everywhere I go
I nay something in Ixish and it's amazing the amount of
answers you get in Irish®,

Both these statements indicate that the learners have
taken the language to be learned from the 'Anois is Aris’
course and not merely mastered it as language to be
learned, but have also mastered its use in their own
social exchanges. As one of them put it “"the problem again
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18 translating it from the educational framework to the
real life framework"., In this context the learner,
rather than what is to be learned, is the main focus and
the role of the learner as an active participant in the
learning process is of paramount importance,

The learninq strategy adopted by the learners in
this project meant that they availed of every opportunity
to revise their learning targets. A common approach
utilized was to write phrases on a sheet of paper which
they could then look st at any time durianthe day. One
learner made use of every available second: ®If I had
any difficulty in sleeping or anything like that 1 would
use 1t, pick up a beok. Sume of my best work might bhe at
two or three o'clock in the morning®. The course book
was a central rescurce and was used both to prepare in
advance of the broadcasts and to ruvise the content of
the broadeasts. The book also provided the opportunity
0f revising carlier lessons as the course progressed. The
course tape was used extensively by some learners ~ while
draving, for instance, or while doing various activities
around the house,

Assessmont

With the cxception of Learner €, whose response to
the course has already been examined, the learners
responded positively to the course and to their study

CXEOT A0nre

1 thinkh 1L was very worthwhiile, Uil

1 did benefit from it really. I think
that like everything else what you'll
yet back out of {t depends on the
effort you put into a thing yourself,

{ enjoyed 1t, I found it very helpful
and it congolidated my integrests 1n the
language and was a constant refresher to
what 1 had learned inmedaately prior to
the course,
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Rhi mise lan sasta leis an goursa ...

imposing the weekly dicipline has

improved my vocabulaxy and improved

my knowledge of Irish,.
Criticisms were directed at the absence of cultural
material and what was considered as an entertainment bias
in the programme. Learner B, for instance, appreciated
the ontertasinment element but felt that more could have
beein dore to include an educational content in the

entertainment framework,

The learners reported no serious difficulties in
keeping up with the amount of new material presented each
week or in organizing and finding time to study. Learner B
mentioned on week four that he had difficulty in kepping
up with new material but did not refer to this difficulty
agatin,

a

THE_ROLE DF_BROADCASTING IN INDEPENDENT LEARNING

The experiences of these learnexrs establishes that
broadcasting has a significant rele in independent learning.
1t is esscentlal, however, that both the producers of
broadeast courses and the learners recognise that the
learner 1s an active interactiop with the rourse materials.
This was assumed by the 'Anois 1s Aris' production team and
by four of the five learners who participated in this
research,

This distiaction between the factive' learnar who
tukes command of his own study, using the resources that are
:vailable, and the 'passive’ learner who 'follows' a course
1 ¢ritical in any study of independent learner. It is
tundamentally a question of control of the learning
provess.  Dors the learner control the process or s
control in the hands of an external agent? The response of
the learner to this question mav depend on the learnex's
confidence in approaching a learning task. It could be
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arqued that the more organized lesrning a person egages
in the more confident be or she becomes in approaching
learninyg activities. A learner who lacks this confidence
may ‘drop-out' of an independent learning projec(. It
may be that independent learhing is the culmination of
many years of education experiences during which there
grows an awareness in the learner that control of the
learning proceSs rests in himself rather than in the
teacaer. The experience of learner C in this paper
illustrates the growth of this type of awareness, though
I do not suggest that such a theory can be based on the
expericnce of one learner. It does, however, provide an
example of what broadcasting can contribute to independent
learning. The mere existence of a broadcast course which
postulates the active involvement of the learner in
orqanizang his own learning is sufficient to generate
independent. learning activities among certain learners.
1t 1s clear from the comments of the five learners that
the launching of 'Ancois is Aris' stimulated them to
coasidey learning Irish. 1t is probable that in four of
the five cases a general desire to learn Irish would

not have been translated inteo a decision to study at that
time had it not been for 'Anois is Aris'.

The convenience which broadeasting offers for those
whrs wish to study at home has already been noted but in
this context it is necessary to point out some of the
ﬁxsddvantmgvs which may be associated with studying at
ﬁumv. I may prove difficult for some people to break
through the normal routine in the home and incorporate a
study pattern into this routine, The perception of
trlevision within the home should also be considered.
Television is seen primarily as an entertainment medium
and it is noticeable that the learners tond te use the
tesm "relax” an relation to television, while radio was
seen as instractive and something one could concentrate on.
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The discipline imposed by a broadcast course is
mentioned by one learner and another wmentioned that the
radio programmes stimulated him to further study: "after
listening to the radio I would come away with a burs of
enthusiasm and would go to the book or would pick up some
othaer book and do a bit of reading®™.

These are some, but by no means all of the ways in
which hroadcasting can Fe of assistance to the independent
learner., Further research in this area is necessary,
particularly to determine what genceralizations the
educational broadcaster car make about the ways in which
learners use the pedia

CONCLUSION

Research on .adepencent learning has concentrated
largelv on empirical studies and the development of
methodolodies for investigating and analysing Such
learning. This emphasis on mpirical study, while an
essential element, has possibiy ~urtailed the development
of & theory of the adult as an independent learner.
Brookfield sugyests that the works of Knowles, Maslow and
Carl Rogers challenge the "behaviourist notion of adult
education™.® The humanist perspectives of these authors
provides a philosophaical foundation for the development
t:f a theory of the person as a learner. Such a theory
would recognise the person as an active agent in control
of his own learning ~ defining aims and specifying
onjectives, selecting resources and planning activities

and assessing outcomes.

A theory of the adult as an independent learner would
provide the framework within which suitable guidance
systems and resources can be developed. Educational
broadcasting is one surh resource. I1f educational broad-
casting i{s to develop as a resource for independent learn-
ingy, a theorxeticai framework is an essential pre~requisition.
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R THE HISTORY OF THE SECONDARY INDUCTION SCHEME IN
NORTHERN IRELAND, 197¢ - 1982

Joy Bell

INTRODUCTION

I would like to begin by giving you a brief historical
outline of the Northern Ireland Induction Programms, and
as I go along, I will try to build in an evaluation of
what happened. Then I will talk about recant develop-
ments, and explain the reasons for our present position.
Finally, I will outline briefly the structure of what I
think would be the ideal induction programme.

HISTORICAL OUTLINE

So faxr as Northern Ireland is concerned, the story is
closely linked with what happened across the water, and
this began in 1966-1969.

During the period 1966-1969, a national suxvey of
first year teachers was carried out by University of .
Bristol School of Education. This survey revealed that
probationers were in need of very specific help during
their first crucial year. In particular, prior to bheginn-
ing teaching, many had a lack of knowledge of the-schodl,
pupils and schemes of work.

In 1972, The James Report made strong recommendations
in response to the needs set out ipn the national survey:

a) teacher-tutors should be appointed and
given a reduced teaching load.

b) probationers should have a lightened
teaching load, so that they might have

time to continue their training. —
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¢) the role of professional tutor should
be explorsd.

This report introduced the idea of a continuum in the
"Triple I' concept.

In 1973, The lelievre Report made similar recommend-
ations for Northern Ireland.

By. 1974, as a resuit of this, five official pilot
schemes were launched in Northern Ireland. My own involve~
ment came when, in 1974, I waa appointed as a coordinator
of one of the secondary schemes.

1974~1976: Phase I - THE ROLE OF THE TEACHER TUTOR

By the end of two years, the Queen's University of
Belfast Teachers' Centre Scheme had eleven schools - six
grammar and five secondary -~ each with a teacher-tutor.

It wac essentially a school-based scheme. The emphasis
was on initiation into a school rather tham induction into
a profession, and quite frankly, many teacher-tutors stuck
at that stage and did not move on into the professional
development role which we had anticipated.

We looked hard at the role of teacher~tutor through-
out the school year, and found that it ought to pass on
into a wider framework thus:

1. Summer term Appointment cf probationer in a school.
The teacher-tutor influences choice of classes, rooms,
timetable on probationer's behalf.

2. Pre-~school visits in June and late August The teacher-
tutor, knowing his objectives for these visits,
organises them in cooperation with appropriate staff,

3. September -~ inservice orientation. The teacher-tutor
provides specifiic, practical support in the early
weeks.,
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4. Autumn term - adaptation. The teacher-tutor works
closely with the Head of Department, providing help.
Re sees the probationer teaching and arranges for him
to see experienced teachers.

5. Spring and Summer terxms - dvveiopncnt. As initiation
into school procedures decreases, opportunities forxr
professional development increasa.

6. June The teacher-tutor may or may not be involved in
the probationer’'s assessment.,

7. May/June - Overview of the year's programme.

The role of the Teachers’ Centre was primarily to
organise a training programme for this new breed of
people ~ teacher-tutors. In the first stages, the teachex~
tutors themselves drew up a list of topics they wished to
cover to help them to run their school-based sessions with
their probationers. Most of them were senior membexs of
staff, and almcs: all were given time free in comwon with
their probatiorers. Incidentally, because it was a pilot
scheme, they received the princely sum of £100 a year for
thelr services in those halcyon days,

As far as their training programme was concerned, the
kind of thaings we covered in the once-monthly sessions
were:

The: needs of probationers throughout the
school year. (Appendix A gives a typical
list created by a teacher-tutor).

The initiation procedure in the first few
weeks.

How to help the probationer in the classroom.
An introduction to guidance and counselling.
Composition and use of case studies.

A study of the initial training programme.

d
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Appendix B is from the diary of one teacher-tutor,
and perhaps gives the flavour of the job more effectively
than a job deacription could.

Centre-based, we did very little for the probatione.
in those early days - we left it almost entirely to the
teacher-tutor, The probationers came into the Centre
three times during the year for the followings

A talk by the Inspectorate on the
assessment procedure.

Discussion with practising teachers, in
subject-based groups.

An exercise in role-play to highllight
problems of relatimnships and communication
in schools.

It is easy with hindsight to see the weaknesses in
what we were achieving. Although the scheools involved
thought very highly of the scheme - anpd it is interesting
to note that teacher-tutors were promoted to Vice-
principals and Principals with amazing rapidity - we became
aware of important flaws:

a) The subject barrier was a very real one.
Where a teacher-tutor was a physics teacher
and the probatiocner a classics teacher,
both felt that they had very little common
ground.

b) The teacher—~tutor needed the very real
support of the Head, or he could achieve
very little. And Hecads had to be very
committed to tl. whole concept before they
were lavish with release time, either for
teacher-tutor or probationer. In theory,
they had agreed to both., In fact.kwe
agreed with Bristol findings that certain
factors had to be present in the school if
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a successful induction scheme was to
operate. Lew Appendix C.

1976-1981: PHASE 1I. EXTERNAL SUPPORT ~ SUBJECT BASED

In 1976 we altered the nature of our support consid-
erably whan we moved into the business of giving external
Support to probationers in their own subjects {(which
incidentally was in line with what happened in the
Liverpool scheme.) It took three/four years of exper—
imenting to streamline this, but what happens now is that
the five providing Anstitutions in Greater Belf.st shaxe
the various mubjects between them and, until this vear,
they have been offering 3-6, one day courses in each
subject for all probationers in the Pilot scheme schools.

The provision is as follows:

Q.U.B. Tecachers' Centre - English, Maths, R.E.

Stranmillis College - Science

St Joseph's College - History, Geography

St Mary's.College - Modern Languages, Commerce )
Ulster Paiytechnic ~ P.E.,Home Economics,Art,C.D.T.

Here I should comment on problems of release. In
the early days, schools were horrified about releasing
probationers a great deal -~ we never had anything like the
original recommendations of The James Report, although in
the schools where induction worked best, probationers had
a lightened teaching load. When the subject courses began,
we tried one full day a term and then quietly increased it
to two and then three. The interesting thing is that for
the most part this is now happily accepted, and we like to
think that the quality of the courses has been a help in
this respect.

Regarding the subject courses, I can speak most
accurately of those provided by the Teachers' Centre, ‘;
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namely in Bnglish, Mathe and Religious Education. Our
guiding principles in mpounting these courses are am
follows:

1. Ta involve the subject inspectors in at
least one programme, as subject
specialists.

2, To hold at least one programme in a school.

.53. To use good practising teachevrs to pass on
their innovations/materials/ideas.

4. To put emphasis on providing useful
materials.

5. To include one session on teaching the slow
learner, one on G.C.E. and one on C.S8.E.

Thus we have gradully moved from simply being a support
for the teacher-tutor to being one point of a triangle of
support for the probationer, che other two being the
teacher-tutor and the Nead of Department. More and more
we have come to see that it is vital to work with the

Head of Department in order to do anything valuable in the
subject area for the probationer. So we have experimented
in different ways of involving the Head of Department.

1. ¥We used them as course leaders.

2. We sent the probationers back with coples
of interesting materials for their Head
of Department in the hope that they would
discuss it together.

3. We informed Heads of Department in detail
of the aims of the course/agenda etc.,
and invited their comments,

But we s5till]l realize that despite all our endeavours,
there are strict limitations in this area. For example,
if the probationer is having major problems because of the
organisation of school, (e.g.timetabling, unsuitable
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classes, no roon of one's own or perhaps an unsatisfact-
ory mobile) no matter how sxcellent the external course
is, it cahnot do anything to help. However, we have now
had six years of experimenting with external subject
courses and we feel that for the most part we can stand
over their quality.

THE _TEACHER-TUTOR AND INITIAL TRAINING ;

The schemes organised by the three collaeges have used
the resources on their own doorstep, and experimented with
ways of using the teacher-tutor with students during
initial training. 1In St. Joseph's, students have a week
of preparation prior to teaching practice, and both teacher-
tutors and principals come in to help with that preparation.
In 5t Mary's, teacher-tutgrs have been specifically trained
in a programme of clinical observation in the classxoom,
and they are encouraged to practise thie programme to help
their students on teaching practice. Stranmillis also
bring teacher-tutors in to help prepare students for a
period in schonl. In the case of the Teachers’' Centre,
unlike the colleges, we do not have a built-in supply of
students available. But our teacher-tutors very soon
found that they were the logical people to provide a
'mint-induction scheme’ for the students when they arrived
in school. They scaled down the programme of {nitiation
which they usbd with their probationers, and used this
potted version successfully with students. We arc at
present working with teacher-tutors, developing materials
to use during teaching practice.

1979: THE TEACHER-~TUTOR STUDY GROUP REPORT

While this was the picture at the coalface, two
bodies set up by the Department monitored the aduction
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programme. The first was the Teather-Tutor Study Group,
chasred by the Staff Inspector in charge of Inservice
which produced a report in 1979. The Teacher-Tutor group
was given that pame and brief because at the time it was
set up it believed that the teacher-tutor was the focal
point of inservice. But when the group had a closer look,
they realized that induction/inservice were really the
responaibility of a wider group of people - a management
team rfpher than one person. Instead of training one
person per school, if the continuum of initial training ~
induction ~ {nservice was to ba preserved, & much wider
cancept had to be envisaged, and this would necessarily
be more expensive. External factors very often influence
if not dictate the pattern of events in education as in
other fields, and about this time there was a change of
government and with that change of government cawme heavy
financial cut backs. The result was that the recommend-
ationr of the report had no chance of gettine off the
ground in their original form. A second external factor
which came about the same time was the drop in size of
schools and the consequent drop in the number of probat~
ioners appointed. This factor is stil] with us and has
had a very important influence on the development of the
Induction Programme.

>
1981 JEPARTMENT OF EDUCATION, NORTHERN IRELAND (DENI)

PUBLICATION - Staff Development ~ Induction

The teacher-tutor study qroup was replaced by the
Induction Coordinating Group, anotrher bodly set up by DENI,
This time, however, it had representation not only from

each of the five schemes, but alsc from each of the five
Area Boards. 1Its brief was to look at the possible
provision of an induction programmme province~wide. In
1981, it produced probably our most important document to
do with induction Staff Development - Induction and this
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booklet set induction aquarely in the context of staff
development within a school.

This is basically where we stand at present. The
Induction programme as we nOw sSee it iz not -~ as it was
initially -~ a structure created simply to respond to the
defictencas of the school or gaps in training. The aim
is a positive one - to aid the professional development
of first year teachers, and help to make them into fully
professional people, and this is a process which may begin
in their first year but ghould continue until the day they
retire. The teacher~tuteor study group was right when they
said a team was involved. In fact the whole school is
involwied. The school must have certain characteristics if
it is to promote any staff development - of which
induction is one part. And therefore, I have come in a
roundabout way to saying that, in the carly dayséﬁﬁe
probably paid too much attention to the role of the tutor
and too little to the fact that the school as an organis-

ation ar ' as a4 community has the strongest effect on the
beginning teacher in terms of professional development.
what we have moved towards {8 accepting the notion that

the person who needs training is not the teacher-tutor

but the Head, because he is the one who can bring a&hout a
schorl in which professional development will be fostered.
{It 1s interesting to note that the Inspector who chaired
the Teacher-tutor study group is now in charge, among
other thangs, of organising series of residential courses
for Heads.) 1 stall believe there is an tmportant, :
ptactical task for the teacher-tutor, perhaps I see his
role now more as that of liaison officer. In terms of
professional development, however, his powers are limited

and are controlled Ly the school and its environment.
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Aruitoxt provided by Eic:

THE +ncSENT POSITICON

Moanwliile what has happened to the extexnal programme
for probationers?

The Coordinating Group made one important contribut-
ion when it brought the Boards together, because now woe
have been asked by DENI to provide a standardised external
tnduction programme province~wide for all probationers,
and to do it through the Boards. Becauwe of the drop in
the number of probationers, this scems @& good time to try
it.

It i8 only Octobher 1982 and we are not very far into
this experimental year, so I cannot comment on how success-
ful this will be. So far, my colleagque Mrs Harris apnd I
have visited al]l the Boards individually and have had a
juint meeting with them. We are aware that there is a
tremendous amount of goodwill for the idea. But we will
now for the first time be working with probationers in
schouls which have no teacher—tutors, and therefore, we
have had to anticipate a lack of information in the schools.
S0 we have produced a series of focur booklets on behalf of
the BRoards, introducing the external courses to four
different sets of people for whom they are relevant -
Heads and Senior Staff, Heads of Department, first year

.tvachvrs, and Inspectors/Advisors. The Boards then stamp
the bookiets and send them put to their own schools. We
are at present invelved in drawing up the normal programme
from the five providing institutions, but this time,
depernding on the spread of probationers throughout the
Province, the courses will sometimes have to be run in
Teachers' Centres in other arcas as well as or instead of
Belfast ~ and administratively I foresee many headaches,
Hut {f the last eilght years have done nothing else, they
have made us awgre of the pussibilities as well as the
limitations of external courses, and though we realize it
is the least rart of Induction, it is also an impartant
one and probably the simplest part to streamline,
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A NOTE ON PRIMARY SCHOOLS

The schame for Primary schools was organised on the
same basis as the secondary one, I was not directly
involved with it, except on occasigns when we brought the
two groups of teacher-tutors together for training
prugrammes. Like the secondary scheme, it was 90 per cent
school~-based, but it became apparent earlier than in the
secondary sector that roles wege falling. Thus we found
that we were training teacher-tutors for & role they would
exercise very occasionally. For a time, we tried to
involve ‘sleeping teacher~tutors' more in inservice and
working parties produced very valuable materials. For
example, Nrs McGrogan, the primary coordinator, and a
group of teacher-~tutors produced the publication Read,
Think, Discuss.

Now, simply because of expediency, we run courses for
probationers in the Centre, and attempt as far as time
permits to work through the principals., Attendance at
these courses is particularly high.

There was one experimental year when the coordinator
worked as @ peripatetic tutor in small outlying schools.
But she found that her role was very limited and this did
not continue. The probationers appreciated her help when
she was there, but there was also an internal role which
she just could not fulfil,

CONCLUSION

It in always tefpting to ask onself - If I had 2
clean sheet, what kind of scheme would I have? lIdeally,
1 would like to see something akin to what in the medical
profession is called the houseman's year ~ a vear when on .
the one hand the probationer would be fully professional
in his own right in that he would earn a full salary, but
on the other hand he would continue to have support and

263 2217:3



training. He would teach three dayvs out of five. The
fourth and fifth day he would spend on training - half in
the schoel and half in the Centre, with some time built-in
for educaticnal research. The school would have to put
itselt out to do the training, as indeed a training
hospital does, but as a perk for its trouble it would be
allowed to appoint the probationer for the year as a
supernumerary, subject to the guarantee that {t would
provide the factors which I believe can contribute to
professional development. One attraction of this idea
would be that it would give a guaranteed year of employ-
ment, when the probationer would have the opportunity to
dovetail theory with practice, but the tesponsibility for
it would be with the school. It is intriguing to

discover that teaching is one of the few professions

which does not give probationers the opportunity of such
a 'bridging’ pericd between initial training and inservice.
Moreover at the present time with dwindling numbers of
probationers it might be an opportune time to set up such
a structure - hht, alas, it is only a dream.
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APPENDIX A

THE IDENTIFICATIOR OF PROBATIONER NEEDS

{A possible checklist, compiled by Teacher-tutors)

Pre~-September:

Septombers

Confirmation of the nppolntnent-
Salary, Contract, conditions of service.

. Job specifidation - clear understanding

of subjects to be taught. Knowledge of
the school, backeround of children etc.
Plan of the school timetable.

Schemes of work and appropriate planning
material.

General personal needs, accommodation,
travelling etc.

The Local Authority.

Appropriate materfal; keys, numbexr of
classes etc., feel confident with hard-
ware, ¥now where it i@ available.

To be settled at home/travel.

To be familiar with day-to-day procedures
re: sanctions, accidents, to be aware of
resources/library.

To know key people and where to find
them; procedures, pastoral! system.

To have relaxatton of suparvisory duties
and administrative responsibilities,
Reassurance.,

Not to be overwhelmed especially with
ardministracion.

ta perform well in class during the first
week.

To have a balanced time table re:
allocation of classes.

To have a suitadble claasroom for all
lessons.
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Rest of Auturm
Texrm

Post Christmas

27

®

Not to have initiative undermined.

To have a satisfactory relationship with
Head of Department.

A ralaxation of teaching duties.

Guidance and re-assurance re:
ANlanning of lessons

Content of lessons

Progress of children

Record keeping and marking

Knowledge of how they are to be assesse

- and how they are progressing.

General support from other staff (e.g. to
appreciate that certain classes cause
problems to all)

To share problems with other probatiocners.
Relp with writing reports.

Guidance in practical subjects re:

{a) rapid use of materials (b} criterias
for assrssment.

The school's assessment system
“\;

Rele of Adviser.

1. Reassurance

2. Awareness of prafession&l'issues
3. Teachers' Centres

4. Guidance on in-service courses.
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APPENDIX B

Q.U.B. TEACHERS® CENTRE

5 September

6 September

8 September

1% September

NOTES FROM A TEACHER-TUTOR DIARY

The inevitable problem has croppesd up.
John Black came to me at lunch time to say
that he had agreed at interview to teach
some maths, although he has only Physical
Education qualifications. But he was
completély taken aback to £ind t.w. .t

- means one period of maths in the week

including a Certificate of Secondary
Education (CSE) class. He is particularly
vorried about the CSE group in case he will
let them down. I must try to get him
switched to a non—~exam class, at the very
least.

No luck! Tackled the maths Head of Depart-
ment and then we both tried the Vice
Principal. But he {8 adamant that it is
not possible to switch him because of the
timetable demands.

‘I went back to maths Head of Department to

see if he could ‘restream' the CSE classes,
50 that young Black could work with the
slower pupils and not feel so lnadequate.
But that is also impossible. Maybe {t is
not a good tdea anyway. The slower pupils
are the ones who are probably in most need
of an experienced teacher.

Had a chat with Black again today. He's a
very conscientious chap - s.1ll desperately
worried ebout his CSE classes. I'm trying to
reinforce ais confidence in his own ability
until I can come up with any other practical
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20 September

13 Qctober

4 December

7 Decerpher

& April

help. I can be very little help on maths
content as I am no mathematicianl

A solution at last. I decided the beat
action was to have a session with Black and
the maths Head of Department together. We
finally arranged that Black should work
along with another maths teacher,while the
two classes axe doing courss work, and also
that he and the Head of Department should
have ons period a week when they are able to
get. together to work outany problems. They
both seementhusiastic about this arrangement.

Had a lengthy chat with John Black about
his maths. It's still important to build
up his confidence here, although he is
quite happy about his PE teaching.

Faths Nead of Department had a word with me
today about John Black's results. He is
very happy that his CSE results compare very
favourably with those of the othex classes.
He thinks our earlier action is justified.

Saw John Black at lunchtime, and made a few
encouraging remarks about his results. He
admitted that he gquite enjoys the work now.
Says that the fact that he had to learn the
subject material himself meant that his
preparation was thorough, and he realized
more viearly the difficulties the pupils
had to face.

Maths Head of Department wants Black to
keep some maths classes next year., Would
be keen to ase him with remedial maths
groups. Black seems happy about the idea
toat

275

268




PENDIX C

Q.U.B. TEACHERS' CENTRE

Majox Components of School-Based Induction Scheres

The scho.:l has a defined induction policy.

This policy has been made known within the
school.

An appropriate membexr of staff has overall
responsibility for seeing that the school's
induction policy is carried out.

The achool has produced an induction training
needs for the year ahead.

The school is able to carry out its induction
training plan effectively.

Probationers are released and/or encouraged
to attend any centre-based induction activities.

Induction scheme records are maintained.
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Iriek Educationsl Studiece, Vol.3,Ne.l, 1388,

AN INVESTIGATION INTO SOME FACTORS AFFECTING THE
REACTIONS OF PRIMARY TEACHERS IN THEIR FIRST YEAR
ON PROBATION IN THE PRIMARY SCROOL

Pamela Q‘Sioraih

Since the publication of the James Reggrt1 in
Britain discussion has intensified on the best possible
way of reforming the probationary year for newly- .
qualified teachers. Thexre are reports of studies and
discussions which seek to identify the problems f{nvolved
in the induction and oriertation of the young teacher
and various suggestions to overcoming all or most of
these problems.

Initial training has two major purposes - higher
edoucation and professional trxaining and fxom ten to
twenty weeks of unpaid but reasonably realistic practice
teaching. Following this training period the young
teacher arrives in the schopol to begin & one year
probationary period. Problems faced by these first year
teachers warrant separate attentipn because they are
quite different from those encountered in the schools on
practice teaching in the following respects:'

1. probatiovners receive a full salary;

2. provided they complete the probationary
period satisfactorily, they have tenure
for life;

3, they bave a full teachinyg load;
4. they have full responsibility for a class;

5. they receive no supervision from their
ex-college and only minimal supervision
from their schoal;

23&5() 270 ‘




10,

they receive uncertain support from peers;

their value orientation and reference group
is now bhased within the school culture
whereas as students it has been within the
college culture; f

thoy are comnitted to the same children,
colleaguas and job fox at least one year and
probably a great deal longer;

they have a high and specific commitment to
their school and pupils;

they have a very high exhaustion rate (mental,
emotional and physical stress caused by daily
demands of the job);

11.

TABLE 1

their personal and social circumstances are
often undergoing considerable change.

2

THE STRUCTURE OF TEACHER EDUCATION IN THE REPUBLIC

OF IRELAND - PRTMARY

initial and Pre-~Service Education and Traiuing

3 Year B.Ed.
College of
Education -
recognised
colleges of N,.U.T.

Primary - Acadenmic
and Professional

15+ weeks school
practice

3 Year B.Kd.
Colleges of
Education associated
with University of
publin

15+ weeks school
practice

{Pasn)}

1 Year B.Ed. {(Hons.}
Trinity College
based

Academic

3 Year R.A/B.Scoc.
Science.B.Sc.
University based

N.U.I./University
of Dublin,

1 year Graduate
course ~ Colleges
of Education

9 weeks school
practice

One veay of Probatfon and (Induction?)

Forty years of In-Service Education (?)
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Table 1 outlines the structure of teacher education
in the Republic of Ireland for primary school teachers.

The purpose of this study is:

1. to describe some of the factors which affect
first year probationary teachers in primary
schools 4in Dublin City and County, as
perceived by principal teachers and by first
year teachers on probation in these schools;

2. to analyse critically the conditieons under
which probationary teachers serve their
first ymar of tegching:

3. to identify the support given to probationary
teachers in their induction into the teaching
professiony

4. to identify the induction procedures currently
in operation;

5. to arrive at soma awareness of the probationary
teachers' perceptions or attitudes towards them;

6, to arrive at some awareness of the probationary
teachers' perceptions of their own experiences
and reactions to their first year of teaching.

The main thrust of the researct, by mweans of a postal
questionnaire to Principal teachers and probationary
teachers in Dublin City and Counly, was to collect data on
the principals’' perception of the factors affecting the
first year teacher and the probationers' own perception of
factors affecting their first year as teachers on
probation. Although the study was primarily coucerned
with the ' ‘obationers’ induction into the teaching
profession, it was considered appropriate to send quest -
ionnaires first to principal teachers in order to
ascertain their own perceptions of the.probatlonary yerr.
The climate, organisation snd management of a school,
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together with the whole school community play & vital
role in the induction of the young teacher - the princ-
ipal therefore, plays a vital part in this process. The
questionnaire arrived through several stagas and in its
final broad plan aimed to collect information in five
‘main areas:

1. Biographical data and training background.
2. Appointment and placement.
3. Teaching data.
. 4. A framework for induction - the
leacher.
S, Personal data.

Information in relation to each of these areas was
gathered by questions in the questionnaire to probation-
ary teachers in their first year of service in the
primary school. The questionnaire to principal teachexs
in its broad plan aimed to collect information in three
main areas:

1. The school/principal - biographical data.

2. The probationary teacherx.

3. Nethods of advising and assessing
probationary teachers.

The schools surveyed comprised every primary school
in Dublin City and County. The list of schools was
obtained from the Department of Education, Statistics
Section. Schools which had been recentl' closed or
amalgamated were indicated and new schools had been added
to the list. The bepartment of Education Statistical
Report, 1979-80,° indicated the following:
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TABLE 2
NATIONAL SCHOOLS BY COUNTY

No. of National Schools

County Ordinary Special Total
Dublin City 237 {83) n 268
Dublin County 144 (3 9 153

Figures in brackets refer to the nupter of schools
with special classes.

The population in the survey was obtained thus:
Dublin City: number of schools on revised list 228;
29 schools excluded by regueat; five schools closed or
amalogamated; 30 schools excluded as they were used in the
pilot study. Thus the total schools in the population
for bublin.City was 163.

Dublin County: numbex of schools on revised list 180;

1% schools were excluded as they were used in the pilot
study. Thus the total schools in the population for

Dubl in County was 165. The total population survey#d was
328 schools.

The response to the survey was as follows:

TABLE 3
QUESTIONNAIRES TO PRINCIPALS AND PROBATIONARY TEACHERS

PR -

Principals Probationers

Number of questionnaires

distributed tn the survey 328 {100%) 145 {1008%)
Number of questionnaires
returned 204 (62.2%) 109 (72.4%)
Number of juestionnaires
analysed 174 {53%) 100 {77.4%)
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An analysis of the factual information sought in the
questionnaire resulted in the following:

1. Profiles of the Principal Teacher and the

Probationaxry Teacher, i.e. the respondents.

2. A profile of the respondents' school.

With regard to questions on attitude, the results

- consisted of an analysis of the characteristics which:

1. (a) gave a profile of the principal’'s percept-

ion of the role in the early induction process
~ Selection and interview,.

{b} gave a profile of the probationer’'s
perception of the selection and interview
procedures,

{a) gave a profile of the principal's pexcept-
ion of support for the probationary teacher in
in' the form of an induction course.

{b} formulated a profile of the aschool and the
probationer.

{c) formulated a profile of help which the
probationary teacher needed - in school and out
of school.

{d) formulated a profile of the probaticners'’
perceptive of the ideal induction proce:s,

{e} formulated a profile of the perspec' ive of
the probationera' job satisfaction.

In summarising the data regarding the Principal

Teacher, the over~all picture was of a yong male rinc-

ipal in his first principalship. The inexperience of the

principal would have certain implications for him in his
role ag support agent in the induction process. In the
system of promotion in the Primary sector, a teacher is

teaching his class today and tomorrow is efther a
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teaching principal {schools with loss than eight teachexs)
or a 'walking' principal (schools with eight teachers orx
more). The responsibilities of the new role of principal,
without any type of formalised traianing in organisation,
adwinistration, personnel selection and relationships,

are of their very nature demanding of the skills
expertise, time and personality of the newly appointed
principal. In an non-~formalised induction process it can
éasily be seen how the prodlems o the probationer can
fade into insignificance as the Principal endeavodcs o
cope with the daily problems of a busy school.:

With regard to the probationer, the profile which
emerged was of a predominently young probationer with a
B.Ed.Deqgree, teaching in schools which had classes from
Junjor Infants to Sixth. The majority of the population
was female, over three guarters, and most were teaching
the ago-range of their choice.

Amongst the most important factors which influenced
the probationers in their choice of schools were:

{a} the fact that they had no other job offer, and
{b) the reputation of the school. -

There was no indication of any great dissatisfaction with
their teaching positions.

Over o third of the schools in the survey had no
male teachers on thetr staffs, This continuing decline
in the male teacher population must affect the profession
a% o whole. There are many schools where children will
bave o cuntact with g ttale Leachex throughoul theds
entire Primary Education., In our changing society where
chaldren from "broken' homes -- homes with a single

©opatent {generally female) -~ fatherless children due to

varly death, -~ there 18 an ever increasing likelihood
that children will arow from infancy to teens without the
inflaenee aof a4 male.  There i85 a growing concern within
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the profession at this decline in the male entrants to
the teaching profession and efforts are being made to
identify the factors which are influencing this decline.

There was evidence that the reduction in the pupil/
teacher ratio during the past few years was benefitting
the probationary teacher, The majority taught in the
traditional ¢lassroom but it was disappointing to note
that almost & quarter taught in bre-tahricated buildings.
Many of the probationers had family members in the
teaching profession and this was seen as an added source
of support and help,

The Principal's perception of his role in the early
induction process indicated that the matn difficulty was
caused by having to set up the appeintment process
without sufficient notice, f.e. teachers leaving the
school without giving three month's notice, reductions
being made in the pupil/teacher ratio during the month of
June. In cases where the reduced ratio allowed for a new
appointment this meant that the whole interxviewing process
from national advertising tov selection had to be completed
within two weeks, if the new teacher was to be given an
opportunity to visit the school, meet the clase, the
teachers and be given some help to prepare him for his new
Jjob an September. In the survey the principal teachers
indicated that the latest date by which they usually know
the pame of every probationary teacher who will be taking
up an appointment in the school was:

TABLE ¢
DATE. OF CONFIRMATION OF APPOINTMENT FOR AUTUMN TERM

— e e e e

Date Numbey LY
April 30 12 1
May 11 35 20
June 30 56 a2
July 31 32 18
August 41 22 13
Other . 13 8
No reply 2

——— e a maen e e s

4
Total Ho oy 100
T Ff{gl
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From the data in Table 4 it is evident that 77 per cent
of the principals in the survey have appointments
confirmed by July 31. As all Primary Schools in the
Republic of Ireland close for Summer vacation on Juns 30,
thi's means that all teachers appointed after that date
will not have an opportunity to visit the school to meet
teachers and pupils. The principal is unable to
implement the early induction procedures of meetings and
consultations with the echovl.community. The thirteen
principals in the survey who commented in the open-ended
section of the guestion under ‘other', indicated that they
have been forced on ocrcanions to look for teachers to
£111 unexpected vacancies on the last day of the summer
holidays. They believed that it was essential to have a
panel of trained supply teachers §yailable for such
emergencies which could be called‘§¥on to fill1 vacancies
until a permanent appointment could be made. At present
no such panel exists even for substitute teachers.

in tnterviewing a probationary teacher the following
were perceived by principals as most useful:

TABLE 5
USEFUL GUIDE ~ INTERVIEW

Rank Number %
Class of degree 1~3 14 8
Main subject 1-3 27 15
Refercnces from college 1~1 126 72
Pefgonal refercnces 1~ 73 42
Aptitudes ~ complement
existing team 1-3 136 13

e i e e A bt e R M iainar et

vther useful information included the yenersl appearance,
dress, speech and personality of the applicant and a
reference from the principal of the scheool wheve the
applicant completed teaching practice.

285 274



.
The fact that the applicant had family members Ln'éha
profession was considered helpful and in cextyin areas
the fact that a teacher showed that he was socially
conscious of the needs of the underprivileged child.

Principals perceived the ideal sway to introduce a.
probationary teacher to the school &5 follows:

TAF ™ § -
. IDEAL . BCT1ON

Rank Number )
Interview probationer * A
the school 1-3 87 50
Invite teacher to meet
principal to discuss ~ g - -
general organisation 1-3 142 82
Meet staff in school o3 77 44
Meet staff socially
outside school 1-3 23 .13
Neet cluess{es) he would
be expected to teach -3 69 40
Work with class, discuss )
work with class teacher 1-3 65 37

. Give tearher & school

handbook ™3 . 13 7
Provide up-to~date
records of pupi.s’ . .
progress . 1-3 32 18

The introduction of the young teacher to the school is an
important factor in the induction process. There were
many comments indicating that the majority of. principals
were anxious to exte a warm welcome to their newest
colleague and to mak:q:ﬁ!*transition period as meaningful
as possible. However, it was stressed that it was not
alw.ys possible to achieve this idea’l when short-fotice
staff vacancies occurred.

<89
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Principals vhose schoola worq designed for co-
operative teaching in shared areas indicated that the
newly appointed teacher would if it were possible, be
given an oﬁboriﬁnity to meet his teaching partner to
dxscuas methods and plans.

[

4
In primary scheols tn the Republic of Ireland the

Principal teacher' 8 designated responsibilities include:

«..2ensuring that each member of the staff

carries out his dutjes in accordance with

the requirements of*the Rules for National

Schools. He shonld avail himself of

opportunities to visit classrooms to

become familiar with the guality of the

teacher's work. He shqQuld give encourage-

ment, advice and teaching aemonstrations

or arrange for t€aching demonstrations,

particularly in the case of weak teachers

or teachers on probation. 4
In order to ensure that each teacher carries out his
duties and responsibilities, the principal tercher must
appraise. Since he is not obliged in any way to write
reports this appraisal is informal. 72 {41 per cent) of
the respondents believed that the nrincipal should caxxy
out formal appraisal of the work of the probationary
teacher; 100 (58 per cent) did nat agree with formal

appraisal.

In analysing the critexia which principal teachers
use when making their appraisal, either formally or
informally, 62 {36 per cent) indicated that they would
use assessment in terms of "improvement” (i.e. a
recognition of the fact thnt‘probationary .ea"hers start
off at different polngs). 51 (29 per cent) indicated ¢
that they would use an analysis approach {i.e. grading a
nusber of qualities perfhining to the ‘gocd’ teacher by
awarding A, B, C, D or E): 50 (29 per cent) indicated
that they would use other criteria when making their
appraisal such as observing teacher/pupil relationships,
the probationary teacher's willingness to co-operate in
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planning schemes and the teacher's control in the class
sftuation. 5% (32 per cent) principals believed that

they ought to exercise close control over their probation-
ary teaclfer's work while 113 (65 per cent) believed that
the probationary teacher ought o bé allowed to work
largely along his own lines.

In regaxrd to the criteria which the Department of
Education Inspector uses when assessing the probationary
teacher for the teaching Diploma, 81 (47 per cent) of the
principals indicated that they knew what criteria were
veing used. 99 (52 per cent) indicated that they did not
know what criteria were being used. Three p'rincxpals
ina‘cated that this criteria had never been specified but:

... assumed that they would largely
correspond to my own. To my mind his
role should be very supportive to the
young teacher, his interest should be
in helping and advising. I have always
found inspectors to be most helpful to
my probationary teachers and the
teachers have appreciated this.

The profile ¢! the probationer's perceptién of the
selection and interview procedures which emerged from an
analysis of the data indicated that many young teachers
were disappointed when their letters of application
{enclosinag stamped addressed envolopes) wexe not
acknowledged. With recard to the interview itself the
majority 60 {60 per cent) were satisfied with the inter-
view praocedures. Amongat the reasons for dissatisfaction
11 {11 pagy cent) believed that insufficient time was
allowed; 15 (15 per cent) disliked the fact that they
were kept waiting for a cdnsidersble time; 6 (6 per cent)
were Subizcted to interruptions during the interviews;

8 {8 per cent) were afforded no opportunity to ask
questions; 12.(12‘per cent) indicated that the questions
asked were of a personal nature which caused embarrassment.

: 231
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otherﬁfactors which caused dissatisfaction were mainly
t?e impressions received that the position was already
filled and that the interview was simply an éiexcisa._
From the foregoiag it is evident that a need pxists for
a re-appraisal of the interview and selection process
which has implications for the in-service training of -
the principal and .nterviewing boards. ) -

Prom the analysis of the data of the principal's
perception of support for probationary teachers in the
form of an induction courss 87 per cent of the
principal?‘xndlcnted that they favoured varioug forms -
of induction fromiwithin the school and from outside the
school. It was evident that the principal teachers
perceived their role in the 1nductﬁon process to be a
supporting roleé and welcomed the puppoxt of outside
agencies. Prtncxpai teachers were especially aware of
the importance of the organisiﬁion and good management of
the school in the induction process and of a positive
relationship with the Inspector - the formal appraiser.
From the proba'tipner's_point of view the gvidence
supports the view that new teache;E need immediate
reassurance. Probationers showed interest and enthusiasm
in availing of obportunities of fered to them to visit

. their schgols priox to taking up their teaching appoint-

ments. Probationerd were aware of sources of advice, in
particular, the principal teacher and teaching oblleagues.
Many also sought ﬁelp from their immediate families who
weroe teacherxs. The wajor:ty'of tha probationers found
staff attitudes positively friendly and helpf?l.

In seeking to assess probationers’ percéptions of
the kinds of help which teachers in their first year
particularly need the following emerged:
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TABLE 7 i
HELP ~ AS PERCEIVED BY PROBATIONER |

. Rank Nunber Y
Staff Newmber 1~3 55 58
Free time 1-3 62 82
Plan work with other teachers 1~3 83 83

.2

In a large school which has three or four classes or
more in the same year group it is easy to understand the
youny teacher's anxiety about the sjandards of the class
‘next door' and the desire to know how more expexienced -
téachers plan their work. Other forms of help which
probationers perceived as being helpful were having
access to the fecord cards of pupila. Opportunities to
discuss the class with formexr teacher; freguent discuss~
fons, formal and informal with thé® principal and staff
regarding progress and problems; help with achenes of
work and with planninq yearly scheses.

The probatic ra' perception of problem ;reas in
the first year indicated that individual discipline
problems and class discipline problems ranked highly
together with coping with weak pupils and coping with
pupkls suffering from emotional problems.

An examination of the type of specialised help which
the prubationer lvoked for indicated that many probationers
welcomed a school-based course directed by a Teacher Tutor
or the Teazhers' Ceucres. The majprity of the probationers
were anxious fqrthelnvolwenent of the practising teacher
in their course and almost one guarter of the population
welcomed involvement from all the agents in the tnduction
praocess, from Inspectors to College Lecturers. The data
therefore, proved the hypothesis that probationary
teachers need individualised and specialised help not only

f
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from within their owm schools, but from outside agencies
in the form of induction and on-going in-serxvice,

. Over half of the teachers in the survey indicated
that they found teﬁching exciting or enjoyable or satis-
fying. At the same time there was an awareness of the
demands of the job, of the fatigue and the atress created
by having to cope daily Wwith pupils, work preparation and
the ever-present prohbation and assessment.

!

The changing face of primary sdncation 'in the
eighties s now with us. In any study concerned with the
problems and needs of newly:qualified teachers, it is
inevitable that mich of the discuesion should concentrate
on seeming weaknesses or malfynctions 18 the school
support Systems cuxrently provided. It is worth noting.
that much saluable work is being presently accomplished
in a large nuxber of, schools, often under trying condit-
ions, i.e. pre-fabricated buildings; large classes; poox
support services for children with euot}gnal and learning

prbblems. Lastly one must not lose sight Of the fact  ,

that there is now an all-graduate profession, our new
entrants are of first rate calibre, well-motivated
towards their work and capable of reaching a high level
of performance in their initial year. Induction is not
simply for the average or inadeguate teacher, it is only
by fashioning a process which identifies and satisfies
all these varied ang {pdividual needs, however basic oY
developed, can the probationary period become meaningful
and relevant to every new teacher. .

By way of fimml conclusion one may say with
Prxofessor D'Suilleabhain that 'a profession is:

.A&;,gocation or calling or oscupation
which carries with it its own inner
dynamism which 1s constantly appraising
and modifying practice in the light of
a theoretical framework of specialist
knowledge derived from a co-ordination
of relevant research finmdings from

-
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various diseiplines. The profeassional
. Btatus Of the practitioner depende

. upon the scope, depth ahd quality of the
underlying cognitive foundation and the !
degree to which his triining has brought
him into contact with this, and the ,
skill with which he ik able to apply
. Specific camses im the practical sxervise
. . of hig profesc.on. .., It &8 ¢} that .
: teaching 18 a xfmfesmmn and has w
. it the possililities for increas

professionalization. The task of

- ’ future will be to develop the specialiast
{ \ . framework and bring all intending teachers -
into cm\iact with this at increasingly *
). wider and\deeper levels. 5 -

Therg is a furthér tadk -~ to continue the fessional
dgvelopment of the teacher through induction 'on-goigg
in-service education for all teachers.,
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THE BEﬂbCATfDﬂ OF TEACHER EDUCATION PROGRAMMES AT
THOHD:EﬂSDLLEGE OF EDUCATION: A MOVE IN CONTEXT

»

pDiarmuid Leonarxd

In Autumn 1979, at Thomond College, there took place

"; an event. of some significance in the development of the
Irish cducational system. There, following a Government
pélxcy decision, students who intended to become taachers
of woodwork, mttalwork and rural science anrolled for the
first Irish degree pro%rammes for teachers specialising
in these sabjects. Much more was involved than a simple
resiting of the previous teacher-training courses from
their locations at a number of centres throughout Ireland.
This paper cxpleres some fundamental problems arising in
the design of these new programmes.

The design task was novel. None of the previous
three~year teacher-training programmes in these subject
areas could be adopted uestioningly to meetr the given
mandate, namely :w@sﬁ:l and teach a four-year degree
programme. On the contrary, for & new type of programme
in a new purpose-built setting, dec.sions and choices
have to be justified in terms of basic principles. Where
many persons of several different backq}aunds participate
in programme desion, and shared working assumptions about
relevant knowledge and the professional roles of teachers
have yet to be established, even the grounds of justific-
ation have to bhe idengified and mdde explicit.

The key guestion is: How to design new programmes
that are worthy of degrees and will qualify intendiug
teachers of long-estahlished practical subijects for
tomorrow’s schools as well as today’s? The firet step is
to ground the development of a programme rationale desion
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firmly upon a reappraisal of its context. Teacher educat-
+ lon, however, has to be viewed in a variety of contexts =
social, cultural, political, economic - and also obliquely,
that is in terms of the needs of schools. Though sultipley
complex and fluid, these contexts are dinterrelated in
their interaction with schools. Though changing, they are
historical teo, requiring eoncinuities1 as well, as
innovations. What is needed for our purpose is * theoret-
ically coherent framework which locates che new programmes
in an evolutionary s;tting and which i{lluminates that
location by exploring the principal societal influences
affecting achools and teacher educatfbn. From thir two~
dimensional analytical approach, usefal tools are to hand
in the work of Beebyz and‘neld.3
. -

An Analytical Yramewoxk

Beehy hypothesises four stages in the development of
school systems, running from extreme to a stage in which
personal meaning and understanding are strongly emphasised,
Coolahan4 has shown that this hypothesis smay be aptly ‘
applied to evolving patterns of teacher education in the
Irish primary sector. Here it i's contenced that this
quite distinct evolution of Irish post-primary education
may also be the better understood when analysed in the

. light of Reeby's model. Beeby's four stages are As
follows:

1. The vame school Stage. Typically as in the worst of

the hedge schools the school experience is 1117rgnn-
ised, confused, mechanical, even stultifying,

2. The Stage of Formalism. With state intervention thers
15 a noticeable improvement in the school's purpose~

v fulness, efficiency and discipline. As in the payment-
by-results system a rigid formalism doverns the
syllabus, teaching methods, teacher-pupil relationships

and standards.5

\
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3. The Stage of Transitlon. The system i5 in transition
from heavy dependence on prescription to the fourth
stage in which the pupils' petsonal undexrstanding is
the highest priority. ' )

4. 'The Stage of uenning, Nith the acceptance of a-
profound change in educational philosophy, new goals
. are pursued. Education is about coastructing personal
meaning, and intimately invelves the pupil’s emotions
and attitudes besides his developing intellectual
powers. The introduction of the new primary school
curriculun® signalled the official arrival of this

stage in Irish primary education,

Beeby's model succecds in lending a credible form and
shape to the éhanqes and trends in school systems. Bat
his assertion that system progress depeads upon teachers’
general levels of education and professional trxaining is
only partly true, for it ignores the social context within
which teachers work: for example, teachers who share the
attitudes of a highly traditional society are unlikely to
adcpt innovative methods., A more comprehensive explan-
ation of a schopls system's essential features is to ke
found in Reid's theory of consonance between schools and
theixr societal context. In oxder to function as a working
entity, the school must achieve equilibrium between its
three prixipal elements, all of which draw upon the
gocietal stock of available models: a) its Theory - its
view of its aims and functione, what it should teach and
how; LY its Technology - its methode of teaching and

~origanmxng people, time, macerials, space, its routines
and procedures; ¢} its Social System - the order and
style of relationships within the schools. Thoe influence
of the larger society upon the school s, in Reid's
perspective, seen to be powerful and pervasive,

‘ At each of the stages in Irish education that can be

discerned alone the lines of Boeby'’s model, Reid’s insights
’
29§
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can be applied to explore the extent of coxrespondence
between pedagugical and, on the other hand, changing
social and cultural norms, aspirations and attitudes. In
this perspective, teacher education, as part of the .
education system, is shaped by the social forces of its
day. It is seen to be as much an effect as an agent of
change: it must respond to the needs of schools as well
as help determine them,

The Move From Stage Three to Stage Four

We turn now to the two stages with which we are
chiefly concerned, namely Stages Three and Sour. Beeby
suggests that typically the third stage of educational
systems development is characterised by a conception of
cducation in which goals are fairly limited but meaning
is empbasi - sd. In Ireland the abandonment of the payment.~
Ly-results system marked the realisation that knowledge
had at least as much to do with uncerstanding meaning -
a highly individual process - as with reproducing
prescribed gquantities of information and prescribed
standards in basie skills, During the first forty years
or s0 of the State's existence, the national school's
theory reflected strongly the State's insistence on its
cultural aidentity, but otherwise maintained strong
continuity with the earlier stage. Prescribed standards

“continued to be realised throngh a Technology of class

instruction, standard drills and exercises and larqe
classes,  Soct.l relationships remained formal, mirroring
the social codes associated with anthority figures in
Irish society. That this situation persisted so long
would suggest that the national school system exper ienced
little prvésnrn to change from an apparently static
sSOCLety.,
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The period did however, see a characteristic Stage
Three innavztion. For the first time, the State created
a new post-prinary 1n-t1tutzon, the vocaticnal school,
thus osenan up popular acceaa to extended schooling and
creating a dualist system. This innovation was in
striking consonance with the thinking of its time., Its
theory was satirely accepting of prevailing assumptions: .
for example, that academic education should bo conducted
in a separate higher-statua instituion and that the

Tprincipal perspectives upon the practical subjects were

furnished by their uses in employment. Its technology
assured the accurate yreproduction of useful crafts that
the school's theory valued, and it faithfully echoed
prevailing views of the proper relationship between the
teacher, who knows how, and his punils, who do not.

The teacher training prégranues in the ;. :stical
subjects neatly serviced the vocational schools' require~
ments. To meet the social nesds of the time, the subjects
woodwork and metalwork were concelved in texrms of trade
and other vocational requirements (such as their
agricultural -sefulness). It sesmed obvipus that the
best examplars of j:o»¢.ciency in the subjects were to be
found among qualifiat ‘radesmen, and this version of
technical proficiency was adopted as the proper content
of teacher training. Technical expertise and loyalty
to the systom's values were strongly emphasised.

With the Sixties there arrived a new context for
which Stage Three schooling becawme less appropriate.
Quite suddenly Ireland was experiencing new social
phenomena - television, affluence, dndustrialisation,
urbanisation ~ which brought with them deep seated
changes in social attitudes and aspriations.’ Irish
official attitudes to education began to change, and were
given an authoritative reinforcement by the publication
of the OECD Report Investment in Education in 1965.B This
report partly echoed a notion ~ equality of opportunity -
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already introduced into official rhetoric by Dx. P.J.

Hillery, Minister of Education, in 1963. The Repoxt

: adopted a strongly revisionist ideology of education.
’ "e Thereafter debate about Irish sducation would use terms X
' such as educated manpower, pool of ability, swastage of - -
talent, economic relevance, and the needs of the economy. -

During the sixties thep two powerful forces for
change coniergad: on the one hand 3 broadening social
demand for education, and on the other scononic pxaéiuxa }
to widen‘aceen to education and to extend the duratien of -
schooling. ' Ministers prowotsd a new view of the State’s
interest and role in aducatian,“ and took action to
reslise new goals. Their initiatives were dirxected at
quantitative apd structural change: a doubling of the
ond-level popnlation ir the late Sixties and corves-
% *  ponding increase in the teaching force, the institution
of novel structures -~ e.g9. comprehensive and comaunity
schools, and regional techaical colleges - to realise o
the new twin priorities, equality of opportunity and ’
economic relevance. But fax less amenable to ministerial
direction was the problem of qualitative change: in what
ways, by what means, should tﬂ? schonl content and
experience chance in ‘a new exra of mass sducation? How
should free extended education increase the intiinsic
personal meaning of school learning? Could school
learning unite the personally meaningful with- the socially
significant? :

Such questions were not seriously addresred. When
for example, technical subjects were introduced into the
Intermediate and Leaving Certificate programmes. the
opportunity for radical curricular revison of practical
work was lost. (Consequently, in five decades the pract~
ical courses in junior cycle metalwork and woodwork have
never been revised.) Undoubtedly, the absence of clear

official statements of relevant, updated educational aims
g .
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{i.e. of a new theory) has inhibited the continuing
development of school currlcula.’o Btill the school's
theory could not remain unaffected by the newer societal
stock of attitudes, expectations and images regarding the
school. Amo.g such expectations are theser that pupils
have rights and teacher authority has limits, that
education nhould be ocutgoing, activa, ralavant to future
exploysent, and usaful in avexyday affairs and in the
larger dilemmas and problems of life, " Most impoxtant
‘of all is the expectS&tion that schooling should be
characterised by concern for real meaningfulness in the
pupils' experience.

To such expectations pedajogical responses gre to
be found in learning approaches prized in our age, such
as prublem-solving, learner-cantredness, independent
inquiry, creativity, that are basic to the Stage Four
understanding of what the school should be about -~ making
sense of one's wo.ld, constructing personal meaning.
Many internationally Xnown projects concern themselves
with just this process: examples include the EEC projects
on transition from school to vorkingﬂlgfe, and in XIreland
the SPIRAL projects at Shannon. Internationally, modern
conceptions of educational woodwork and -ctalvo:k have
followed similar impulses, emphasising theix cnntribution
to young people’'s personal development by synthesising
activity and understanding at their higher, more creative
as well as lower, skill-reproductive levels.

Such pressures and influences are registexed unaveﬁly
and in different ways in the various sectors of oux
education system. Peripherai curriculum innovation
agencies such as Shannon have responded to adolescents’
desire for job-~relevance with & speed that contrasts with
the central system's genexal inertia in the face of
demands for a pers&nn31y relevant senior-cycle curxiculum,
Individually, many second-level schools in Ireland place

-~

303

293

#

s
o8
]



increasing emphasis on iife skills, active modes of
A laarning, flexibility of choice - in brief, on the i
personal significance of education. It 18 this emphasis,
found generally in the later yaars of sacond—level ;
achools in developed countries, that chnract-rines Stage
Four in Besrby's model of nyatens developmant.

And yet it nnatvhﬁ‘adaltted that the Irish second-
level system has not adopted in thorougl.going fashion a
theory that takes adequate account of the newer realities
of its social context and esgicially of adolescents!'
dessire for personal meaning in their achool lives. Does
not this fact confound Redd's hypothesis of consonaice
between the societal context and the school system?
Ce:tainly it can hardly be explained aﬁi&‘sinply on the ‘
grounds of time lag. Twenty years have pas the j
Minister for Educatfon, Dr Hillexy, first ac ledged a
new societjyl context, when he voiced a revised state :
ideology of education. In that time, thq face and content i
of Irish third-level aducation have undergone a trans- .
formation. Similarly, first-lave) esducation has seen @
remarkable sh. "t in emphasis with the publication of the
new curriculum. The will and enterprise that achieved
such rapid qualitative development in two major sectors
of the education system can hardly be so unequally absent
in' the second-level sector. Why then has the Irish 3
second-level system failed to reform its aims and content?

¥

A plausible line of explanation is suggested by
Reid's notion of curricular equilibrium, No school cab
function, he claimg, unless there is harmony between its
theory, technology and social system. Applied to Irish
schools, this principle helps uncover the key role of
examinations in our schools’' failura to adapt. The »
present examination system, althocugh largely untouched
by tundkmental changea in its societal context, nonethe~
less determines most of schools theory. The school's
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Technology - ita methods of oyganimsing itself, its

pedagogy and its teaching materials - could harxdly be

more chviously geared to examinations. As the exum- b .
inations are based on subjects, the five main components A
of the schhol organisation - knowlege, time, professional
staff, space, learners -~ are organised as respectively A
subjects, subject period, aubject teachers, subject rooms,
with pupils grouped often on the basis of their subject :
choices or subject attatament. The school's social »
system is one in which a teacher regarded as first and

foremost a subject specialist, e who relatesi to

pupils in the single dimension of attainment in on

school subject. Given such thternal consistency, the

school orgqanisation is formidably resistant to change.

Consequently‘\he longstanding dominance of an
unresponsive examination system hﬁ? stifled the school's
capacity to respond to external demands for reform or to
the intense desire of adolescents for personal relevance “
in their school experience. It is fr?n other more
socially powerful sources that the Irish second-level
school has traditionally drawn its Cheory: from parental
demand fox examination success, from the conservatism of ‘L
educational authorites that kept schools in isolation
from and not in interaction with the}t social setting,
and ultimately, from "the many vested intexests" that the
school seryices.“ The close correspondence of curricular
and dominant social norms maintains the mutual reinforce-
ment of the examination system, the subject-based jdentity
of teachers, and the oxganisation of schooling, and so
retards the post-primary sector’s transition towards
sﬁaqe Four. Nonetheless, it is increasingly recognised
that farx-reaching change is inexorably being forced upon
school curricula, '’ and with it, as in the case of the -
technical subjects," the involvement of teachers in
fundamentally reappraising their subjects and their own 2

roles. Already an impressive variety of 1nnovat10ns,’7
, u

25 305




)

plecemeal nnd ottgm local, point the genexal direction ,
of future change, although it ia difficult to predict in
detail future changes in tha technical subjects.

What does all this imply for teacher sducation? In
particular what should be the response of a new degrea~-
lavel programme of teachet education in prnctieal mject.l
long eatablished in our synten? In a lcgluute !.q:o:me ,
sense what Irish schools want of teacher education is
more of the same: an existing system of examinagions,

syliabi, school egquipment must be serviced, But thé
longer-texm implicatiohs of pomrtul currents of changn 1&
the contexts of education must almp be addressed by |
teachear e&maticm. To do othetwise is to close our cm

to change outside and inside the clasamon our

Progranmes muat logk then to both the presant and
future. They sust produce teachers who possess the mun
and abilities that school employers now require and value,.
but who in addition possess the adaptability that their =
future careers will demand of them, whether in the ,
teaching of subjects whose own futv -'es have yet to be
defined (as fox sxample media of personal development in
an era of comprehensive education oxr as the basis of
technolovical education in a technological economy), or
in the exercise of typical Stage Four professional
concern for the quality and significance of tha pupila' v
whole schroling experience. The mandate to pro\;ido ,
degree programme may then be securely founded not just om. .
sociopolitical considecations reg&rqu the status of
teachers, but on a conviction that degrese-level teacher
education is peeded to meet the shift from developmental -

-w!“

>uge Three to Btage Fou:.

What kind of changes then, in aims, content and .
style, should one expect to find in tte new teacher
sducation programmes?
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Alms Content.

The need for nbw consonances hetween schools and .
their milien, consonances that are present in a school
education that is parsonally as well as socially )
- mignificant, requires that teacher education looks far e
~ beyond traditional practices towards new contexts for

decisions: social, cultural and twhnological changas

and their educational implications, involving new prior-~

Jitias for schools, changes in rit students eoxpect and

hope for from their shcools, Tinitions of the :
technical subjecta, and new roles for teachers. It e
_becomes necessary to promote a new professional conscious-’
ness, an expanded view of the scope of one's work as a )

teacher, eubracinq: .

- selfsware critical mi.toting of one's work in the
classrcom, involving the aassumption of rasponsibity
for (instead of an unquestioning reproduction of)

. ’-\Qe system's approved knowledge, practices and values)

- participation in curriculur reappraisal, development
and innovation; and ’

- collective decision-making and action in setitings -
beyond the classroom, 2.g. the school, the local
community, the asubject associations, the teachers’
centre, the national system,

The nec'euity to reappraise the’ sourcas of profess—~
ional knowledge now becomes obvious. However, {f, for
example technological change ie accepted as & source «of
content decisions, precisely how should a teacher )
education programme for crafts teachsrs best respond?
Should it addreas itself to technoleogy in industry at
large, to what is specifically relevant to Irish industry,
to technology as a medium of personal development, or to
technology as a cultural artefact? What is now the
proper place of craft skills? What would constitute a
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defensible balance of priorities bhetween craft and tech-
nalogy? How do we view the pupils in the schools - as
future users, operatives or makers of technology?

Equally the pedagogical content of training needs to be
raconceptualised. To carry out new teacher roles in

new contexts, the student teacher needs to approach the -
study of education not in the style of an apprentice
lau:ninq predatarnined prneedures but as a future decision-

- maker who will be guided by his own 'professional framework

of rhfernn‘f .15 Educational studies must now aspire to
furnish a theory-bame for classYoom practice and to promote
the teacher's 'enlightenneqt"’ about the self, pupils and

. mociety. Because of his professional concern with the sum

total of his pupils’ school experience, the teacher haé'to
think of himgelf as a part-creater of the circumstances
within which he works; thias implies that our students,
both trade entrants and leavimg certificate entrants, be
enabled to acquire, as well as ‘enlightenment’, necessary
aocia} and communicative skills.

‘Styles of Experience

*

In earlier stages) the principle focus of teacher
training was upon expertise in classroom subject matter
and its transmission. Values learned included not Just
compitment to one’s expertise but an unquestioning trfist
in the systen's ends and means. In contrast, Stage Folgy
teacher education - and in this it corresponda with
dominant contempor&ry social noxms - values the pursuit
of critical inquiry. This value is mediated through the
NCEA's degree validation criteria, which include 1n-dep:h
knowledge, intellectual challenge, openminded consider—
ation of alternatives. What is valued in degree
programmes, as in the working life of most graduate
profescrionals, are the gqualities that accompany critical
enquiry ~ detachment, objectivity, a proper scepticism.
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™. ow these are very difforent from the values that

charactorise Stage Three styles of teac?er educations
loyalty to the system, vholehearted acceptance of recoivad
‘aims and assumptions. Styles of lsarning and interperscnal

. relationships designed to jnculcate correct views and

attitudes are unlilely to be compatible with the styles .
of experience associated with critical snquiry. Instead
sxploration of .alternatives, expression of doubt and
challenge, experiment and independent atudy become
necessary and important features of the programme. N

s
N

The Curricular Signifiance of the Move to Thomond College

Administered, taught and examined by its own ocutstand~
7"'.'" "ing produdts; "taktuEr-tyutning in these subjects was
" tormerly closed off from the mainstream of teacher
education. The mutual reinforcement of teacher training .
and the examination system resulted in a strong conserv-
ative tradition. But once it 18 accepted that the naw
aims, content and styles of educational experiences are
required toeet the evolving contexts of teachers' work
and the demands of a degree' programme, then it follows
that teacher education in these specialisme must move out
of its previous political position within the Department
of Education's administrative focus and into a position of
somea autonomy. The fact that it is the NCEA, and not the
Department of Education, that validates Thomond College
programmes ensurcs that rath:r freer eurriculum choices,
and justifications based on first principles xather than *
long~established practice, now become possible. The
effect of the move is profound. It emancipates teacher
education from the service reguirements of the schools
and presents it with the challenge to do what it was
never before enabled to do, namely to anticip. .e and even
help shape the future of its subjects in tha achools.
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" Irdah Edusac{onal Studice, Vol.3, No.1, 1983,
SOME CONSIGERATIONS OF THE CONTEXT FOR PROFESSIONALITY
* Richard Clark

L .

"All professions are conspiracies against-
the laity”, George Bernard Shaw, Ths
Doctor's Dileama.

This is a time when the least savoury offences of
hired footballers are called 'profeasionsl fouls' end
when, in Great Britain, one, still small, section of the
teachers seeks to di!!egnntiate itself from the rest by
entitl_ng its association ‘professional’. CIéarly those
teachers are, in saying s hing of themselves, saying
something 6f the others. e notion 'professional! is
invested in a state of abuse and confusion.

There are, conventionally, two ways of engaging the
question of teacher professionality., One ia essentially
static and mainly descriptive: it examines uch issues
as what recognisedly professional versions of the occup~
ation to teach would be like, how the present positions
depart from one or more postulated states, and in the
light of likely outcomes whether and why attainment or
retentior. of any state is more or less desirable.

£ dynamic apprnach would, for instance, examine
influences upon and trends in the characteristics of the
Outapation to determine which were taking it towards,
which away from professional status”and what the net
effect appeared to be. This approach, too, would

- probably extend to'normative and political aspects, i.e.

vhat trends were advantageous to whom and how they might
be checked or encouraged. It would encounter the
diversity of interest groups in contemporary society and
would not assume too readily that professicnalization was
perceived as an advantage to all such groups.
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The current context of the occupation to teach could
be examined using such familiar categories &s entry,
conditions, standards, contract, service, client, redress
and control. Those tend to reappear even when the locus
of engquiry is, usefully, shifted to the insticutional
scene in response to the conception of 'teacher as hired
agent for the purpose of schooling'., What and for whom
are these purposes become superordinate guestions.
Clearly, for the bulk of cases, pupil cannot and parent |
does not make an individual contract to receive a servica.
Neither are free agents but are constrained, with the
consequeant creation of a particular moral relationship,
to submit to a purpose sketched out in the lightest of
details - much less than for the formal arrangements made
in attempts to achieve it.

Beyond the limited imwmediacy of the teacher’'s class-
room autonomy, authority and policy are diffused in a
recessive bureacracy which reduces politicization and in
a reification of the institution - ‘the school can -
can't, etc'. Though what happens to children is the
central issue of purpose lor could there be sowme who
might be inclined to substitute 'process' for tpurpose’?},
in general, parent-child neither stipulate service nor
have significant redress for misservice,

Perceptions of schooling and valuations of child
and children depend, it seems, upon constituency ox area
of interest and are competitive. To 'an extent the
service may he defined by the interest groups. Both )
children and services are susceptible to bexng'counodified.
Current tensions between perceptions may reflect desires
for contrary movement on a 'cClose-open’ dimension of
society ~ an apparent recent general shift towards open-
ness may have heightened such tensions and provoked some
reaction.

Schooling is thus vested with functional ambiguities
of which some teachers are unaware, which some resolve
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at a personal level and which deeply trouble others.

Some consequences of uhcertainty are reflected in various
aspects of achools and teaching, for example those
conveniently designated 'provision', preparation,
procedures, practitioners', Each of these aspects is
considered here briefly, but beforehand, a central
camponent of the context is revisited - what happens to
children in schools? Whatever may be the compatibilities
and discords among purposes and teachers' awareness and
allegiances towards them, the pupil~teacher relationship
is firmly in the moral domain, placed there in part by
ite involuntary nature and the inequalities of privilege,
experience and authority within it. How teachers respond
to and are enabled tn treat function and relationship is
not only an ethical concern but central to the notion of
professionality. That is, motives for extending profess-

‘fondlity are subordinate to puplls’ Eééﬁ‘lhﬁéiégt'anﬂ’t?é"m“”

asympetric pupil/teacher relationship,

A major characteristic of public education is that
it is leqinlited, financed, controlled and judged in one
amalgam of suthority, centrsl and dispersed. Manipul~
stive advantage lies with the centre, Drapite some
concnssions to the development of local peripheral

Tluences and choices, the shift of decision is now
.nwards the centre, in reéponse to and to the advantage
of certain constituences, It is likely that tension
between periphexy and practititoners and the policy-makers
at and nearer centre will increase, and that teachers®
individual and combined spheres of and scope for influence
may not expand. Whether or not these consequences are
deliberately sought, they are not wholly ancther matter,
for it is by no means evident that teaching can move
towards greater professionality under the prevalling
exercises of central or state wishes. They mry, rather,
increase the strain among teachers between perceptions of
self-interest and service to views of pupil interest and
of purpose in education.
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Institutions which prepare and endores new teacherxs

' . . both sndure and contribute to the general context for

professionality. Among the characteristics of teacher
education (even soma, of thaose who engaga in it persist

an calling it 'training’) and its institutions are

divinive separation of teachars by types, a not irrational
ambivalence about the contribution of school teachers to
selection of students, design and preparation in courses
and examinations, and disparate views on the qualities
and competencies desirable in prospective teachers.

Despite the desirxe of teacher:' associations for
greater influence in initial preparation for teaching,
the deqgree of separation of preparation from provision

“and from existing practitioners 18 not obviously disad-

vantageous to a guest for greatex professional status for
it conserves discribution of influence, potential for

" innovation, experiment and analysis, and sources of

relatively independent critique which is, perhaps,
insufficiently exercised. ~Closing of collages conseguent
upon declining demand for teachers is cleaxly significant
in this respect. .

How teachers perca'iva and conduct their work
obviously influences the strength of any case for it to
be regarded as professional. Several relations of
balance are chosen as examples., The first is the relation-
ship between claims for autonomy in the classroom and for
influence in curricular matters and perceptions of and
agsumptions of responsibility, Another is the relation of
reflectiveness to intuition in making decipions for and in
the classroom. Closely linked is the degree of acceptance
that there could be a substantial knowledge or theory base,
even informed by research, for discourse on and for
practice in'teaching: misologist tendencies among teachers
are not unrecorded. Fourthly, those interactions within a
school that influence the degree of profesionalism are
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significant; as is well-known, the ethos of a school which
gives new vacruita theixr first picture of 'what teachings
is really like' is a remarkably effective conditicnaer.

Acts-;! teachers as teachers but cutside teaching, .
besides affecting the public apprehension of theomnpaum.::’il
directly shape its qualities. For example, disunity annnq_&gg
employees' associstions and some propositions, disparate
ih level and vision, On intentions and procedures, |

_ coming from various subject groupings are doubtful assets
" in a quest for greater esteem and status. Even morae
\\\\ serious are abuses of the underprivileged status of pupils
by overt and eovurt'prupngation of variocus patent advoc-
acies. In, I tmast, & less conscious way a mumber of
teachors have acquiesced to ahifta of emphasis towaxds
managerial styles which seem to increase the value placed
on views of efficiency drawn from commerxcial and industrial
modsls at the expense of concern with enrichment of
children's experiences. Thera are also signs of skill
shifts &n curricular matters and, though the processes
andkmtivations towards this may he geyeral, the overall
effect may be convergent in shifting curriculum skille to
sxpert groups in or out of the schools. Curriculum skills
include critical analysis as well as constructions the
opportunity for the formex is always present but how often
taken? 1t is not clear how responsibility to purpose and
pupil could be exe.cised in an agency function which may’
be pressed on teaching and which not all teachexrs seek to - :
reject,

In short the present overall context does appear to
contain trends towards what Apple {1981) has called the
deskilling and proleterianisation of teachers. Perhaps
this is what teachers in general want; not all give
contrary impressions. It may turn out to be difficult to
aveid. There could he an inclination to suggest that the
question ol whether teaching is or is not on the way to
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v, grester professionalise is of less moment than what ' o
~ " happens and could and ought to happen in echool to
.~ 'children, without whom the question comld not exist. It
i - may wall be that the best interests of neither pupils nor
" * _temchers would be sarved by a dominant central authority.
© If striving for a version 0f profsdsionalism acts to
‘. gustain both interests it might merit support, but not at
- the axpanse of greater velues, It might also de that some
of the tendencies becoming noticeable in public education
' are part of a broader movemeit towards a form of corporate-~
®"  stotisms it would be ironic if teachexs of all people, by
whatever means, mads such a movemsnt sasier.

R

A

Apple, M. (1981). 'Social Structu ? » Ideology and
Curriculum’. In Lawn, M., and Barton L. (Bds.)

Rethinking Curriculum Studies. London: Croom
n.
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PROVESSZuSALISM IN TEACHING
Roderic Barrison

Nhat the function of teachers Mts ‘to in the -
social structure is the support of the professional

classas, the prevailing class and gender relations 1n-the»_"i
social-sconomic order, and the ideelogies by which power:

maintains powar. The collective service function of

teachers is essentially conservative, lending legitimacy s

to social control techniques and conveying the view of
society as right and equitable,

Whether such a function warrants the claim of
professionalism could be a matter of fruitless debate.
Empirical studies have tanded tg find 'profession’ used
evaluatively father than daacrztivnly, as an expression
of how some would wish their work and themselves to be
perceived, '¥hat is more to the point are the stressful
realities of the role of the teacher today: intensific-
ation, ambiguity, diffusion and re-definition, all of

which may be attributed to a delayed industrial revolut-

ion in the Republic and its evident failure to create or
sustain a tjeua:any acceptable social and ec ic oxder.
In the cirémtances, the legitimacy of the t ar role
as popularly perceived comes increasingly intd question
and under attack from sectors of society growing more
vocal and confident in their criticism of authority
figures,

One possible countermeasure for teachers, as well aa
for the established or traditional professions which it ‘
is their !uq_ct&oh to uphold, is the prolonging of the
period of preparation hefore primary qualification to
practice. One desirable consequence, that of higherx
status and prestige for the teacher role (with or without

308




"« commensurate rewards) is unlikely to be realised. Other- Co

.g;;ffconsQQuencai are unlikely to ba encouraged; an occupat- Sy

1 donsl group constituting a cohesive body of mutually R

7. dependent practitionexs, knowledgeable about their social S

' and economic function and all that cirocumscribes it, o

. capable and desirous of exercising autonomy in matters o
of central educational import. .

The service function of teachels as a 'below-staira’
sub-professional group through which the interasts and
the ideologies of powarful ‘upscairs’ professional groups R
are mediated has been faithfully fulfilled in the past in R
ireland without much question or criticism. The dominhant B
hegemony penstrated with a single and unaquivocal voice.

e was nothing complicated in the teschars' function
as" the state’s stabilisers or in the schooll' function as
mirroring and reinforcing a most settled stratification

‘ systam. In a strongly patriarchal and culturally

. integrated society, schools and teachers could procesd

unchallenged with the business of socisl and economic

reproduction, with presenting gendex and social class
relations, one’s place in the order of things, as

) ordained and ‘natural’.

o * The stability, caltural 1ntegrity,-;nd unguestioned
authoricy associated with that period of our history have
since come under crushing pressure from several sources.
The advent of a delayed industrial rewolution yielded all
the predictable consequences of industrialisation
elsewhere: urbanisation and urbanism, role spocialisation
and specialism, devisive social class differentiation,
disparities, competition, self-interest, self-protection.
The sense of community was -lost.

"g,;/??

It was the unanticipated rapidity of the revolution K
which the culture was unable to withatand. The new s
profesaionals, {ndustrialists, economists, econometricians,
technocrats all cried out for attention. For teachers,

3i9,
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the conflicting or competing or as yst unreconciled 1¢eox;§3§
ogies had to be respacted: one, less assuredly sacred,
intuitive and conservative; tha other, more aggressively
secular, rational and scientific. The new cant, ‘the
needs of an industrial society', was urged not as prohlea—_‘
atic, but as given, B ' R

S

. Whether or not Irish snciety as a whole has reflected
_ upon this dualism, its impact on the teacher role appesrs
< to have induced “he negative effects of those forms of
stress already mentioned. But what is remarkable is the -
extent to which the irish educational systea {ox syst.ens),"_‘ ‘
management roles and teacher roles have been resistant to - '
, deep change. There has besan no significant curriculum
ol reform or development since our industrial revolutiom
’ though it should be said that, somewhat ironically, the
primary school New Curriculum was implemented by a
pradominantly female sector traditionally regarded as a
consexvative fprce. Teachers atill hsve little or no
power to make the crucial curricular decisions, and -
centralised control remains as unchallenged and immovable
in Dublin as when Pearse lived. The role of teachers with
respect to entry to teacher education, with respect to
~school appointments and to school management is minor,
Their collective influence has beenh consexvativa. One
wonders whether cultural and ideclogical contradictions o
coupled with the threatening power of economic recession
have combined to exhaust the tonfidence and vitality of-
teachersg

One serious consequence, and parhaps one of the most
hopeful consequences, wmay be the increasing clamour on ‘
the part of students and parents for reform in educatiopal
sturcture, management and curxiculum. I believe the
matter to be as serious as that. A social and economic
order which can offer through its educational system
something little better than full unenployment for four=-

- :
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CONPETING IDEOLOGIES -IN TEACHER-TRAINING

Liam Norrby

Briefly, I, like many of you have, over a number of
yeprs, and as a result of my experience of having gone.
through teacher-training, tesching in both secondary. and
primary schools, and finally in St. Mary's College of
Education, Belfast, have become increasingly concermed
about the quality and content of college curricula.
Historically, teaching has been seén as a "cinderalla®
profession. It has bsen described as "the refuse of all
othar callings”. As a xesult, the profession has
attempted over many years to raise the status of its
academic respectability culminating in its present form
of awarding degrees at both honours and pass level, This
position, while recosmended in the NcNsir Report {1344)
did not become operative until 1968 when the colleges of
education in the North of Ireland became constituent
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collegas of Quesn's University. Inevitably, this has led

to a greatex emphasis on acafemic achievement st the
expense of professional coxpetence. The desire to
establish external validity of the B. E4., degrees'
standards of excollence on the part of the certificating
'body and the demand for a greater depth of specialisation
by students has decreased the amount of time available on
college curricula for professional training. If there is
a case to be answered, and if it can be shown titmuqh a
sample of student opinion that academic content relating
to the professionalization of student teachers is less -
valued by intending practitioners than by sducationalists,
it may be argued that the discrepancy arises from
competing ideologies within the training structure.
DPrawing on the works of Marx (1965}, Mannheim (1936),
and Gramsci {1971), I have attempted to develop a sociol~
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" ogicel wodel of the ideology of traiming, Using the
" economic and class-oriented theory of ideology proposed L
¢, by Marx, it would appear that the notion of a dominant S
¥ ideclogy offers an approach which explains the persistence o
¢ 7 of an ideclogy of training as the suppresasion of the
i consciousness of practitioners by a dofinant group. The '
7~ trsiping offered, is in Marx's terms an example of
.. 'false consciouspess’ in which students accept a paxadigm :
because they are powerless to do otherwise. The Marxist
approach draws attention to the nature of ideas between
‘rulers’ and 'ruled’, but thexre is some doubt, since it
is difficult to state clearly the nature of the relation-
~ ships in both economic and social class terms. This is
occasioned by the Bourgeois/Proletariat dichotomy, since
the social situation involved 18 not overtly ooe of
class struggle, but a struggle of ideas that dexive from
... the nature of course contant. Mannbeim's work, while
o important in its theorsu#f import tends to generate
too wide a perspectiva and could lead to the researcher
adopting a narrow, evaluative position rather than a
general, non-evaluative concept of ideology in teacher-
training. Two concepts from Gramsci - that of 'Hegemony’
and ‘Intellectuals’ arising from the base/superstructure -
complax as these affect the organisation of an ideology
. ara used to examine the situation in which the training
. institutions become ripe for the establishment of a new
' hegenony due to the evolution and implementation of the
new B.Ed, The role of 'inteilactuals®’ becomes of import-~
“snt significance in this “evelopment. The resulting
model 48 as follows: T

—

1deology Bocial Position Bducational Policy |

1.Professional | Teaching Profession, | Methods, Technigques,
Colleges, Students Practice Vocaticnal.

2.Acadenic University Bodies Theory, Bigh
Status Knowledge
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The model permits one to examine whether students do
axperience a conflict batwesn the two ideologies, and
aecondly, to analyse whather this conflict emerges in
the perscnal development of student-teacher attitudes to
their experienced reality of their training/education.

Bypotheses

1. As a result of the investigations respondents will l

show a negative orientation between Academic and
Professional Aspects of their training irrespective of
sex.

2. Students will indicate, as a xesult of (1) that _
their personal expariences of training have been
unsathfacfth_'y .

3. If students are more inclined to identify with
teachers in schools, the conflict between ideologies
will show up as a result of (1) and {2).

Results

m:pondsnt.s“'nnmred 8 three-part questionnaire
which covered Sixty-five items yelating to Academic,
Frofessional and Personal aspects of teacher-training.
Students, being male and female, grpvide for sizty-seven
variables. Pexcentage relative frequancies reveal that
students do experience a confiict of ideologies. Therxe
is high support “for subject specialisation but a
rejection of the amount of time devoted to Professional
skills., In other words, students agree that teachers
should have degres statys, and all that that entails,
reject the view that educational theory is irxrelgvant to
rrofessional practice, and in turn reject the suggestion
that their pre-sexvice traiming has been unsatisfactory.
In general there is considerable support for both
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" ideologies, but thims poattto§ 15 qualified by a desire
‘for some form of institutional change. In particular,

tha place and importance of tesching practice requires
sose modification, particularly in the context of a
degree structure.

. A bysection analysis of the relationship between
Academic, Professional and Personal dimensions of
teacher-training §8 carried out by calculating Pearson's
Product Moment Correlation, “r"®, in order to deternine
the rslationship between variasbles.

Academic and Professional r=+8.1 not significant

- i
e T T A R T LT ae et L rm N m st e mmman = e e = 220

Academic and Personal r = +«0.03 npot significant

Professional and Pexsonal r = ~-0.47 significant

The significant "r" poses some intaresting questions.
There is an apparent rejection of the practical askills
offered in the college curriculum, yet no rejection of
either the academic ox professional ideologies. Why?

fiow is 1t that hypothesis (1) is rejected and H2's
pegative relationship is suwported. 1 may suggest that
student's dissatisfaction may be characteristic of Marx’s
notion of ‘false consciousness’ imposed by the hegemony
of ‘'intellectuals' and the expectations of society. The
definition of teacher-training which is apparently
accepted by students is one which they might not
articulate in reality.

Some Conclusions

There 18 no doubt that thia pilot study can be
criticised on its validity, It is always difficult to
arrive at empirical verification when dealing with the
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actual and substantive nature of any 1dbology. There
is a constant d-nanléi imputation on the part of the
reaparcher and with the truthfulness of rasponses to
questionnaires. Again there still exists the difficulty
of stating whether institutionalised ideologieg are
similar to the {deologies of the institutions' constit-
uent membexs. In the final analysis, one might suggest
that the conflict in ideoclogies does not e with
atudents while in t}ainlnq. kut only e es once they
become practititionesxs.
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